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ABSTRACT 
The purpose of this study was to investigate leT-related EFL teacher 
development in the context of Chinese national College English reform. Four 
aims were established. First, to examine the current situation in a specific 
institution from the perspectives of: 1) teachers' attitudes towards ICT use in the 
context of College English reform; 2) the integration of ICT in English classes; 
3) provision of ICT support within current continuing professional development 
(CPD) programmes for EFL teachers. Second, to assess the suitability of the 
CPD policies and practices for EFL teachers as a way of supporting the national 
College English reform. Third, to identify key issues affecting the effective 
provision of CPO in relation to ICT for EFL teachers. Fourth, to suggest 
possible solutions to problems identified and directions for future research. The 
study employed a case study involving quantitative and qualitative methods in 
order to give an in-depth account of the process of implementation of the reform 
at particular point in time. The findings indicated that initially the majority of 
teachers had held positive attitudes towards ICT use in English teaching and the 
national reform, but their enthusiasm was waning in the light of inadequate 
support and training. The national reform had, however, stimulated the 
improvement of ICT competence of both teachers and students. At the same 
time, it had challenged EFL teachers to adapt to new teaching materials, student-
centred classroom teaching and how to guide students in their autonomous 
learning. In terms of ICT -related CPD policies and practices, there existed a gap 
between the current policies in the provision of CPD and demand for this. 
Recommendations are made for future research and for improvements in policy 
and practice of leT-related CPD for EFL teachers in China. 
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Chapter One 
Introduction 
1.1 Background 
Following its entry into the WTO in 2001 and successful bids for the Beijing 
Olympic Games in 2008 and Shanghai World Expos in 2010, China has become 
a world power with social and economic needs for professionals at different 
levels, among them qualified graduates who can use English competently. Of 
particular importance is proficiency in listening and speaking for effective 
communication in global interactions. However, the results of English language 
learning in Chinese higher education (HE) are generally recognised to have been 
disappointing in this respect, since most students graduated with 'deaf and dumb 
English' (Liu & Dai, 2003:8). It is clear that the old curriculum, syllabus and 
traditional pedagogy, i.e. prior to 2002, were not producing graduates with the 
level of English skills necessary to satisfy society's needs and their personal 
needs for career development. This point will be discussed further in 3.2.3. 
A further problem is that Chinese HE has experienced a rapid expansion of 
student numbers in the last few decades, and particularly in the last decade there 
has been a boom in enrolment. With more and more students coming into nearly 
2000 higher education institutions (HEls), the teacher-student ratio has 
increased sharply, partiCUlarly that of English as a foreign language (EFL) 
teachers and students whose majors are not English (for further discussion, see 
3.2.1). To present this fact in a slightly different way, the rapid expansion of 
enrolment resulted in a great shortage of EFL teachers in colleges and 
universities, with the EFL teacher-student ratio standing at nearly 1 :200 In 
2006 (Zhang, 2006). 
In order to change the so-called 'time-consuming but low-efficient' (Li, 1998. 
cited in People's Daily, 2008) English learning situation in the country and solve 
the shortage of qualified EFL teachers, in 2002 the Chinese Ministry of 
Education (MOE) undertook a reform of College English, a basic and 
compulsory course for all college students in Chinese HEls (further information 
on which will be provided in 3.2). A more economical and effective 
methodology in language teaching which was based on the use of ICT was 
recommended in the reform. There were two reasons for this emphasis on ICT. 
One was its potential to support and assist language teaching and learning. The 
other was that if ICT was used for self-access learning, this would make it 
possible to reduce teacher contact hours and thereby enable institutions to cope 
with the increase in student numbers and the shortage of EFL teachers (this 
point will be developed further in 3.3). 
The present study started in 2006, when Chinese College English was 
undergoing reforms nationwide. The introduction of ICT made great demands 
on HE Is and the teachers as change agents, who have had to respond to a change 
in their traditional roles and pedagogy in the new computerised, Web-based 
English teaching and learning environment. 
My own introduction to ICT -integrated instruction had come several years 
earlier when, in 2000, after teaching EFL for seven years in a Chinese 
university, I was chosen as an instructor of a new form of distance education: e-
learning. Based on my own past teaching experience, many questions and 
doubts emerged concerning the reform. How did other Chinese EFL teachers 
feel about ICT-integrated English teaching? As teachers who had been used to 
teacher-centred language teaching for years, were they ready and willing to 
change their authoritative roles in class? Did they have enough ICT knowledge 
and skills to cope with the requirements of the reform? Had they been given 
enough relevant training or made a self-directed etTort to develop their 
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knowledge and skills to meet the requirement of the reform? Several years on, 
what effect had the reform had on English teaching and learning? These 
questions aroused my curiosity and stimulated me to undertake a study of these 
issues. I therefore took as my research focus EFL teacher development to 
relation to the introduction oflCT in Chinese HE in the context of the reform. 
1.2 Key terms 
Three key terms used in this thesis are reform, leT (Information and 
Communication Technologies) and teacher development. This section will 
discuss these and related terms, i.e., change, reform and innovation; ICT & leT 
for Language Education (ICTLE); training, education and development in the 
Chinese context, and comment on conceptual differences between ICT in China 
and in other countries. 
1.2.1 Change, reform and innovation 
Change is often 'a result of adaptations and decisions made by users as they 
work with particular new policies or programmes, with the policy or programme 
and the user's situation mutually determining the outcome' (Fullan, 2001:40). It 
has the meaning of replacement, transformation and substitution, but not 
necessarily advancement. Change can be directed either forwards or backwards, 
and real change involves changes in conceptions and role behaviour, which is 
why it is so difficult to achieve. 
The word 'reform'. as defined in dictionaries such as Chambers and Oxford. 
means: 1) to put or change into an improved form or c o n d i t i o n ~ ~ to amend or 
improve by change of form or removal of faults or abuses; 2) to put an end to 
(an evil) by enforcing or introducing a better method or course of action. It is 
obvious, then, that 'reform' and 'change' are synonymous in some respects; for 
instance, they both mean that something becomes di fferent from before; they are 
processes of shifting. Change is considered to be a process that does not involve 
planning (Kennedy, 1996, cited in Lamie, 2005); it may be conscious or 
unconscious, while reform involves a clear aim of improvement. Reform in 
education is not just putting into place the latest policy superficially. It means 
'changing the cultures of the classrooms, the schools, the districts, the 
universities, and so on' (Fullan, 2001 :7). 
Innovation is defined as 'an idea, practice, or object that is perceived as new by 
an individual or other unit of adoption' (Rogers, 1995: 11). It represents the 
programme or process being implemented, implying some deliberation and 
consciousness (Kennedy, 1996, cited in Lamie, 2005). It does not necessarily 
represent something major, large, or dramatically different. Hall & Hord (1987) 
argue that an innovation can be something introduced several years earlier or 
something not expected to arrive for several years to come. Further, they 
classify innovations into two types: 'product innovations', such as new 
textbooks or curriculum materials, and 'process innovations', such as different 
approaches to discipline, counselling techniques, or instructional procedures 
(p.9). 
To summarise, change happens anywhere; it is not necessarily the result of 
someone's deliberate efforts, whereas reform emphasises the introduction of a 
better form or condition; and innovation is a deliberate attempt to introduce 
something new. These concepts will be discussed in more detail in Chapter 2. 
In this study, reform is the key word, the specific aspect of reform in question 
being the introduction of ICT for the purpose of improving English learning in 
Chinese higher education. the broader context being the national reform of 
College English teaching (curriculum, pedagogy, learner assessment). As will 
become clear, this thoroughgoing reform has involved innovation as well as 
change. 
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1.2.2 ICT & ICTLE 
ICT is a key concept in the thesis. This section defines the term and introduces a 
subsidiary concept, ICT for Language Education (ICTLE). 
ICT, a well-accepted term in the West, is defined as 'a diverse set of 
technological tools and resources used to communicate, to create, disseminate, 
store and manage information' (Wikibooks, n.d.). These technologies include 
computers, the Internet, broadcasting technologies such as radio and television, 
and telephony. ICT is often spoken of in a particular context, such as leT in 
education, health care, or libraries. It is well known that ICT products and 
innovations change the way we connect, communicate and make sense of our 
world. They draw on Information Technology, Telecommunications and Data 
Networking technologies to solve problems innovatively. 
In the field of education, ICT generally refers to the integrated use of computers 
and communications facilities such as the internet, Email.CD-ROMs and video 
conferencing within the curriculum to support teaching and learning. Commonly 
used acronyms referring to the use of computers in education are: 
CAl (Computer-Assisted Instruction) 
CAL (Computer-Assisted Learning) 
ICAI (Intelligent Computer-Assisted Instruction) 
ITS (Intelligent Tutoring Systems) 
CMI (Computer-Managed Instruction) 
CML (Computer-Managed Learning) 
CBI (Computer-Based Instruction) 
CBE (Computer-Based Education) 
TEL (Technology-Enhanced Learning) 
CMC (Computer-Mediated Communication) 
(Levy, 1997:77-78) 
According to Levy (1997), these different terms focus particularly either on 
special qualities of a programme (such as ICAI. ITS), or a way of learning 
(TEL). or the role of the computer (CMI, CML CAl, CAL, ICAI, ITS). eMI 
and CML delegates the management function to the computer; CAl and CAL 
just highlight the computer's 'subservient auxiliary' role (p.78). ICAI and ITS 
shift the focus from the role of the computer to the use of intelligence techniques 
5 
in a variety of ways. CMC is concerned with communication between two or 
more computer users. 
In the field of ICT use in language teaching and learning, especially computer 
use, Levy (1997) also lists numerous acronyms, such as CALL (Computer-
Assisted Language Learning), ICALL (Intelligent Computer-Assisted Language 
Learning), and CELL (Computer-Enhanced Language Learning), TELL 
(Technology-Enhanced Language Learning). Among these, the most widely 
adopted and discussed is CALL, which has been used since the 1960s 
(Warschauer, 2004). Although CALL as a term has this widespread recognition 
and hardware and software used in language learning are operated in a computer 
context, it is more limited than the concept of ICT. The computer itself does not 
necessarily include the link to the Internet. In the past, we could not log in to the 
Internet without computers and computers served as a mere gateway to the 
resources of the Internet. However, it is important to note that, with the fast 
development of new technologies, the link to the Internet without a computer 
has become a reality (e.g. mobile users can get access to the Internet via their 
mobiles). In the Chinese context 'educational technology' and 'computer- or 
Web-based teaching', are two common terms when ICT is involved in 
education. According to Nan and Li (1998:4), 
Educational technology is the collection of technologies and 
methods in educational and/or teaching and learning activities in the 
human society. Here technology refers to physical technology while 
methods refer to intelligent technology. 
Educational technology, in the form of television, radio, video and audio 
cassettes, has been used in China for many years. The above definition suggests 
that "educational technology' includes not only the newer digital technologies of 
computers, the Internet Email, the World Wide Web, and wireless technology, 
but also the older technologies of print, radio and television that have been used 
extensively in both distance education and classroom instruction. Since the term 
'CALL' cannot reflect the specific application of ICT in Chinese language 
teaching, 'ICTLE'. 'educational technology' and "computer- or Web-hased 
language teaching' will he used henceforth. 
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1.2.3 Teacher training, education and development 
Training, education and development are three common terms to refer to the 
process of teachers' professional growth. Sometimes training and education are 
not distinguished so clearly, since both are used to refer to 'identifiable learning 
activities in which practising teachers participate' (CERI, 1998: 18). However, 
many scholars have attempted to distinguish between the three concepts. 
Widdowson (1997), for example, describes teacher training as solution-oriented, 
with the 'implication that teachers are to be given specific instruction in 
practical techniques to cope with predictable events'. while teacher education is 
problem-oriented, with the implication of 'a broader intellectual awareness of 
theoretical principles underlying particular practices' (p.121). Richards (1990:xi) 
characterizes teacher education as involving teachers in 'developing theories of 
teaching, understanding the nature of teacher decision making and strategies for 
critical self awareness and self evaluation'. Lange (1990:250) describes teacher 
development as 'a process of continual intellectual, experimental and attitudinal 
growth of teachers' (cited in Hedge, 1998: 132), some of which is generated in 
pre-professional and professional in-service programmes. Hargreaves and Fullan 
(1992a:462) observe that there are three approaches to teacher development. The 
first approach sees teacher development as 'knowledge and skills development'. 
This approach believes that helping teachers to develop better knowledge about 
their subject and acquire a wide repertoire of teaching strategies is central to 
teacher development. The second approach sees teacher development as 'a 
process of self-understanding which involves reflecting on one's personal and 
practical knowledge of teaching'. It acknowledges the importance of personal 
development in the professional growth of teachers. The third approach sees 
teacher development as 'ecological change'. It believes that teachers' working 
environment plays a very important part in the process and success of teacher 
development (ibid). This view is partially echoed in Tsui et al. 's (1996) 
conceptualisation of 'teacher development' as comprising three important facets: 
that is, the development of knowledge and skills. the development of 
collaborative culture. and the development of the teacher as a person. with the 
latter including the enhancement of teachers' self-confidence and capacity for 
critical reflection. Teacher development is a life-long process of growth. \\ hich. 
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according to Crandall (2000), may involve self-directed learning, and may 
sometimes be collaborative (along with others) and/or autonomous (on their 
own). Crandall points out that the important distinction between development on 
the one hand and education and training on the other is that 'teachers are 
engaged in the process and they actively reflect on their practices' (p.36). 
However, according to Wallace (1991), the distinction between teacher 
development and training or education is that development is 'something that 
can be done only by and for oneself whereas the latter is 'something that can be 
presented or managed by others' (p.3). 
In this study, the term 'teacher professional development' is a broader concept, 
signifying the development of teachers' (individual or in group) skills, 
knowledge, expertise and other characteristics as a teacher. This may be as a 
result of 'personal study and reflection as well as formal courses they volunteer 
to take' (CERI, 1998: 18). EFL teacher ICT -related development is defined in 
this study as the process by which EFL teachers obtain ICT knowledge and 
skills, and what they do to develop these skills and keep up to date. It covers 
both formal training and self-reflective processes in the acquisition oflCT skills, 
ICT pedagogy and ICT culture. 
1.3 Focus of the research 
This research focuses on EFL teacher development in the context of the recent 
Chinese national College English reform. The specific aims were as follows: 
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1. to examine the current situation In a specific institution from the 
perspectives of: 
• teachers' attitudes towards ICT use in the context of College 
English reform; 
• the integration ofICT in English classes; 
• Provision of ICT support within current continuing professional 
development (CPD) programmes for EFL teachers. 
2. to assess the suitability of the CPD policies and practices for EFL 
teachers within the institution as a way of supporting the national 
College English reform; 
3. to identify key issues affecting the effective provision of CPD in relation 
to ICT for EFL teachers; 
4. to suggest possible solutions to problems identified and directions for 
future research. 
The case university selected for this study has three features (for further 
information see 4.3). Firstly, it experienced the waves of higher educational 
institution amalgamation and enrolment expansion in Chinese higher education 
reforms in recent years. Secondly, it is one of the four pioneer universities which 
began the new distance (online) education/e-Iearning in China. Thirdly, it has 
been selected as one of 180 experimental HEIs in the Chinese national College 
English reform. 
The research questions deriving from these aims were: 
I. What are EFL teachers' attitudes towards the adoption of leT in 
language teaching (lCT pedagogy) and the wider context - College 
English teaching reform in China? 
2. What is the profile of the implementation of College English reform at 
present in relation to the integration oflCT in English teaching? 
3. What are EFL teachers' experiences of CPD? How has ePD met their 
needs in relation to the national reform and specifically leT use? 
The first research question sought to identify EFL teachers' attitudes towards 
ICT use in education, particularly in language teaching, and towards the national 
reform at an individual Chinese HE!. The second research question focused on 
how the College English reform was being implemented and how leT was 
being used in English teaching and learning. The third question focused on EFL 
teachers' experiences of ePD, particularly leT-related CPD, and the extent to 
which CPD has met their needs in relation to the national reform. 
t.4 Significance of the research 
The significance of the research can be summarised as follows. 
Firstly, Chinese HE has experienced development in the past decade on a scale 
which is different from other countries around the world (e.g. expansion of 
enrolment and institutional amalgamation - see further information in 3.2.1). 
The investigation of how, in a country the size of China, a national reform can 
be carried out and what sorts of problems this poses therefore has value for 
educationalists and policy makers concerned with the management of change 
both in China and elsewhere. 
Secondly, the study was conducted in the context of the Chinese national 
College English reform. in which a central element is the wide-scale 
introduction of ICT for EL T. The long history of traditional pedagogy in this 
country and its substantial impact in terms of accepted conventions of learning 
and teaching make educational reforms in China more complicated. It is of 
10 
importance to see how the reform has influenced EFL teachers' thinking and 
practice and of broader significance to other countries who are trying to 
introduce similar reforms. 
Thirdly, according to Gao & Li's (2007) survey of papers published in the key 
Chinese academic journals, there have been very few studies on EFL teacher 
CPD in Chinese HE in the last decade. This study sought to supplement 
previous research by focusing on EFL teachers' professional development in the 
context of ICT use in China. It is anticipated that it will make a valuable 
contribution to EFL teachers' ICT -related CPD by identifying the nature of 
teacher needs, which may be generalisable, and any gaps in current provision, 
which though of particular relevance to the institution concerned, may also have 
wider relevance. 
1.5 Structure of the thesis 
The thesis contains six chapters. Chapter 1 has provided a brief description of 
the background to the study, the focus and structure of the research, and its 
significance. Chapter 2 presents a detailed review of theories of 
innovation/change, the implementation of leT in education and CPD for ICT, 
particularly ICT-related CPD for language teachers. A conceptual framework is 
put forward at the end of this chapter. Chapter 3 offers a historical description of 
EFL teaching and learning in Chinese HE, a detailed introduction to the College 
English reform which serves as the setting for this study and a background for 
EFL teacher deVelopment. Chapter 4 explains the rationale for the research 
design. The findings of the study are presented and discussed in Chapter 5. 
Chapter 6 summarises the findings and contributions, acknowledges the 
limitations of the study. and offers recommendations for further research. 
II 
Chapter Two 
Educational Innovation: ICT Use and 
Continuing Professional Development 
2.1 Introduction 
Innovation/change has been a major theme in education over the last few 
decades. Teachers have not only been agents of change, they have themselves 
also been forced to change, an instance in point being the re-skilling necessitated 
by the introduction of ICT in education. A key factor in changed teaching and 
teacher change is, of course, as Fullan (2002) has noted, support in the form of 
teacher professional development. The three main areas of literature that wi II be 
considered in this chapter are theories of innovation/change, educational 
innovation, one particular form of innovation (lCT use), and teachers' 
continuing professional development. 
The chapter consists of five related sections. Following this introduction, 
Section 2 presents a selective review of theories of educational 
innovation/change. Section 3 deals with the particular aspect of educational 
innovation we are concerned with in this thesis. the impact and practice of ICT 
use, particularly in language teaching and learning, and factors influencing 
implementation. Section 4 focuses on teachers' continuing professional 
development for ICT. It reviews the role of ICT in teacher development, 
elements of CPO. relevant models for CPO and ICT-related CPO for language 
teachers in the world as well as in China. The concluding section first discusses 
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limitations in the literature, then puts forward a conceptual framework for data 
collection and analysis in this research. 
2.2 Theories of innovation/change 
The study of educational innovations has become increasingly important in 
education research as many countries around the world have embarked on 
education reforms that aim to change both goals and practices in education. 
Since the study described in this thesis has been carried out in the context of 
sweeping changes in Chinese higher education, it seems appropriate first to 
consider theories which seek to explain how changes are processed. These 
provide a general background to understand Chinese national reforms which ask 
for changes in teaching and teachers. Three theories will be discussed: 1) the 
Theory of Diffusion of Innovations (Rogers, 1995); 2) the New Meaning of 
Educational Change (Fullan, 2001) and 3) the Concerns-Based Adoption Model 
(CBAM, Hall & Hord, 1987). 
2.2.1 The theory of Diffusion of Innovations 
Rogers' theory (1995) of Diffusion of Innovations explains how innovation 
passes from the innovator to other relevant individuals (adopters). Diffusion is 
'the process by which an innovation is communicated through certain channels 
over time among the members of a social system' (Rogers, 1995:5). The four 
main elements involved in the diffusion are I) the innovation, 2) communication 
channels. 3) time and 4) the social system. 
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Rogers defines innovation as 'an idea, practice, or object that is perceived as 
new by an individual or other unit of adoption' (Rogers, 1995: 11, emphasis 
added). Newness is highlighted in this definition of innovation. The individuars 
reaction is determined by the perceived newness of the idea. 'If the idea seems 
new to the individual, it is an innovation' (ibid). 'Newness' of an innovation not 
only involves new knowledge, it also involves the process of developing a 
favourable or unfavourable attitude toward it and then deciding whether to adopt 
or reject it. 
The second element, a communication channel, is 'the means by which 
messages get from one individual to another' (p.18). Rogers identifies two 
communication channels: mass media channels and interpersonal channels. 
Mass media channels involving a mass medium such as radio, television, and 
newspapers are often the most rapid and efficient means to inform the audience 
of potential adopters about the existence of an innovation. However, 
interpersonal channels involving a face-to-face exchange between two or more 
individuals are, according to Rogers (1995), more effective in persuading an 
individual to accept a new idea, especially when the individuals share similar 
socioeconomic status and education background. The choice of an appropriate 
communication channel is also important. As Rogers points out, the use of an 
inappropriate communication channel, such as mass media channels for 
complex new ideas, would result in a slower rate of adoption. 
The third dimension, time, is involved in diffusion 1) in the innovation-decision 
process by which 'an individual passes from first knowledge of an innovation to 
forming an attitude toward the innovation, to a decision to adopt or reject, to 
implementation and use of the idea, and to confirmation of this decision' 
(Rogers, 1995:20). 2) in the innovativeness of an individual or other unit of 
adoption, the relative earliness/lateness with which an innovation is adopted, 
and 3) in an innovation's rate of adoption in a system. 'the relative speed with 
which an innovation is adopted by members of a social system' (Rogers. 
1995:250). 
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Finally, a social system is 'a set of interrelated units that are engaged in joint 
problem-solving to accomplish a common goal' (Rogers, t 995:23). The 
members in the system may be individuals, informal groups, organisations. 
and/or subsystems. The social and communication structure of a system 
facilitates or impedes the diffusion of innovations in the system. 
An individual's decision about an innovation is not a momentary act but a 
process that occurs over time, consisting of a series of actions and decisions. 
The innovation-decision process is described as a process through which an 
individual (or other decision-making unit) passes I) from first knowledge of an 
innovation, 2) to forming an attitude toward the innovation, 3) to a decision to 
adopt or reject, 4) to implementation of the new idea, and 5) to confirmation of 
this decision (Rogers, 1995: 161). The five steps usually occur in a time-ordered 
sequence (see Figure 2.1, below). The timescale involved will obviously be very 
different when the process is at the level of a single individual or of adopting 
units/organisations. 
• 
od I ( dapted from Roge 199 :163) 
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The innovation-decision process consists of a series of actions and choices over 
time through which an individual or an organisation evaluates a new idea then 
decides whether or not to incorporate the innovation into ongoing practice. The 
five boxes in the centre of the diagram represent the five stages in this process 
which lead to the em bedding of an innovation. 
In Stage I: Knowledge, the 'receiver' learns about the innovation from one of a 
number of communication channels. Two sets of variables are potentially 
influential at this stage: receiver variables and social system variables. 
Personality characteristics such as general attitude toward change, social 
characteristics and perceived need for the innovation comprise the receiver 
variables. Within a social system, the social and communication structure of the 
system, the system norms, opinion leaders and change agents all affect the 
innovation's diffusion in different ways. 
At the Persuasion stage (Stage II), the individual/unit forms a favourable or 
unfavourable attitude toward the innovation. The perceived characteristics of the 
innovation influence the receiver's attitude and determine the rate of adoption of 
the innovation. Five such characteristics are seen to be important. 1) Relative 
advantage is 'the degree to which an innovation is perceived as better than the 
idea it supersedes' (Rogers, 1995 :212). The degree of relative advantage is often 
expressed in terms of economic profitability, social prestige, or other benefits. 2) 
Compatibility is 'the degree to which an innovation is perceived as being 
consistent with the existing values, past experiences, and needs of potential 
adopters' (Rogers, 1995:224). The more compatible a new idea or an innovation 
is, the more closely it fits the individual's life situation for it is regarded as 
familiar to potential adopters. Unless the new idea or its consequences has been 
recognized, the potential adopter may not realise that they have a need for an 
innovation. Karavas-Doukas (1998:41) argues that if innovations are to be 
accepted they must be judged by teachers 
as being feasible in terms of time. resources and organisational 
constraints. as well as relevant in terms of teachers' perceptions of 
the needs of their students and acceptable in terms of their own 
teaching style. 
16 
If incompatibility in any of these three spheres (time, resources/constraints. and 
teachers' perceptions) exists, then levels of implementation may fall. 3) 
Complexity is 'the degree to which an innovation is perceived as difficult to 
understand and use; 4) Trialability is 'the degree to which an innovation may be 
experimented with on a limited basis'; and 5) observability is 'the degree to 
which the results of an innovation are visible to others' (Rogers, 1995:242-244). 
Except for complexity, the other four attributes of innovations are positively 
related to the rate of adoption. 
These five perceived characteristics of an innovation will, according to the 
theory, affect its acceptance and subsequent adoption. Similar views are also 
held by Albirini (2006), who argues that a new idea or a new technology will be 
increasingly diffused if potential adopters perceive that the innovation: 1) has an 
advantage over previous innovations (relative advantage); 2) is compatible with 
existing practices (compatibility); 3) is not complex to understand and use 
(complexity); 4) can be experimented with on a limited basis before adoption 
(trialability) and 5) shows observable results (observability). In Mumtaz's 
review of the literature on factors affecting teachers' use of ICT (2000), it is 
implied that even if teachers are provided with up-to-date technology and 
supportive networks, they may not be enthusiastic enough to use it in the 
classroom unless given evidence that ICT can make their lessons more 
interesting, easier, more fun for them and their students, more enjoyable and 
more motivating (i.e., they are persuaded as to the relative advantage and 
observability of the innovation). 
The potential adopters of an innovation have to learn about an innovation and be 
persuaded to try it out before making a decision to adopt or reject it (Stage III: 
Decision). Adoption covers continued adoption and discontinuance. Rejection 
nevertheless allows for later adoption or continued rejection. In the subsequent 
Implementation Stage (Stage IV), an individual/unit puts an innovation into use. 
However, one should notice that the adopters could also decide to either 
continue using the innovation or stop using it. That is Stage V: the Confirmation 
stage of the innovation-decision process. 
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In addition to the five attributes discussed above, other variables such as 1) the 
type of innovation-decision, 2) the nature of communication channels diffusing 
the innovation at various stages in the innovation-decision process, 3) the nature 
of the social system in which the innovation is diffusing, and 4) the extent of 
change agents' promotion efforts in diffusing the innovation, affect an 
innovation's rate of adoption (Rogers, 1995:206). 
The innovativeness, 'the degree to which an individual or other unit of adoption 
is relatively earlier in adopting new ideas than the other members of a system' 
(Rogers, 1995 :22), determines the time needed in the process of innovation. 
Rogers identifies five categories of innovative adopters in his S-shaped curve of 
adoption: Innovators, Early Adopters, Early Majority, Late Majority and 
Laggards (see Figure 2.2 below). 
Early 
Adopters 
13.5% 
x-2sd i-sd 
Early 
Majority 
34% 
Late 
Majority 
34% 
x+sd 
Figure 2.2 Five categories of innovative adopters (Rogers 1995:262) 
In this Figure, Innovators are a small group of active information-seekers about 
new ideas; they are the first to adopt a new idea in their system. As pioneers, 
they need to deal with difficulties in the process such as unprofitable 
innovations and a certain level of uncertainty about the innovation hen 
introducing ne ideas to the members of the social system (Sahin & Thompson 
2006). Th tim th y pend in deciding to adopt an innovation i much Ie than 
the Laggards who are highly resistant to an innovation and may wait a long time 
before adopting it. Early Adopters are a little more cautious than InnO\'alors. 
When the rate of diffusion increases, first the Early Majority and then the Late 
Majority 'come on board' (Sahin & Thompson, 2006:90). These two groups 
together make up fully two thirds of society (34% each). For Rogers. the Early 
Majority do not have a leadership role compared to the Early Adopters. but they 
have good interactions with other members of the social system. Late Majority 
individuals are sceptical about the innovation and its outcomes. Thus, the rate of 
adoption also determines the total time needed. When new ideas diffuse 
relatively rapidly, the S-curve is quite steep; when they diffuse relatively slowly, 
then the S-curve is more gradual. Rogers' categories explain why some 
innovations are adopted at rather rapid rates, while others take more time to be 
accepted. 
Based on this concept of the S-curve, some researchers have carried out studies 
on professional development in computer and Internet use. Warschauer (2002) 
describes a developmental approach to integrating technology in language 
education which was analysed in two US-funded English language 
developmental projects in Egypt. In these projects, the first step was to develop 
a small group of innovators who could exercise leadership in that area. These 
leaders were then helped in reaching out to others around them both to deepen 
their own knowledge and to build a larger group of early adopters. 'The process 
involved working to develop a leadership cadre and then providing scaffolding 
to assist this leadership cadre to reach out to a broader group of early adopters' 
(p.416). In Sahin & Thompson's (2006) study on instructional computer use by 
faculty in a College of Education at an Anatolian university in Turkey. it is also 
suggested that faculty development efforts should target early adopters who are 
more likely to hold leadership positions in the social system. 
A number of other studies have also shown that the uptake of new innovations 
follows the trend Rogers identified: first a small group of pioneers. then the 
majority and finally the laggards (see. e.g. Mandinach & Cline. 1994: Anderson 
et aI., 1995; Shea et aI., 2005; Sahin & Thompson. 2006). Mandinach and Cline 
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(1994) explored teachers' adoption of technology in a US high school. They 
identified four stages of teacher change in ICT-supported teaching. Anderson et 
al. (1995) compared early adopters and later adopters in Canadian higher 
education. In Shea et al. 's (2005) exploratory study of teachers' adoption of 
online learning in higher education in the USA, teachers were asked about their 
perceptions of their adoption of online teaching according to the five categories 
of innovative adopters. The result of the study showed that adopters in different 
categories perceived different barriers to their adoption of online teaching. 
Based on Rogers' five categories of innovative adopters, Aviram (2004) 
suggests another categorisation of teachers and staff faced with the introduction 
of technology in schools. They are: 
• the conservatives: technology is regarded as bad and destructive in 
education; 
• the technocrats: only positive effects are assumed when computers 
and the Internet are placed in the classrooms; 
• the moderates/reformists: there might be some positive effects in 
education using technology. 
• The radicals/revolutionaries: technology will fundamentally change 
our culture, our relations and education. 
(Aviram 2004, cited in Hansson. 2006:559) 
Although the conservatives and the technocrats in A viram 's categories seem to 
be the laggards and innovators in Rogers' concept, the remaining two groups, 
moderates/reformists and radicals/revolutionaries, do not fit easily into Rogers' 
categorisation. One reason might be that Aviram's categories seem to be based 
on attitudes, ideas about ICT, whereas Rogers' categories are more descriptive, 
based on action. That being the case, it is not surprising to see these two sets of 
categories do not match perfectly. 
Numerous researchers have adopted Rogers' theory of diffusion to support their 
studies on innovations (e.g., Karavas-Doukas, 1 9 9 8 ~ ~ Rea-Dickins & Germaine, 
1998; Lang, 2000: Knezek & Christensen. 2002: Tubin et al.. 2003: Nachmias et 
aI., 2004: Chambers & Bax, 2006; Sahin & Thompson. 2006) and his theory has 
also been used as a basis for some researchers to investigate the adoption of 
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technology in higher educational environments (Sahin & Thompson, 2006). For 
instance, all key aspects of Sahin and Thompson's study - their instrument 
construction, data collection, data analysis and data interpretation - were 
underpinned by Rogers' theory. Rogers' attributes of innovations and adopter 
categories were used in the construction of the research instrument. Moreover, 
specific survey items were used to classify faculty members according to 
Rogers' adopter categories. Results from their survey were also interpreted 
using Rogers' categories as the framework for describing both the current level 
of faculty adoption and suggesting interventions for moving the faculty to higher 
levels. 
One important implication of Rogers' theory of Diffusion of Innovations is that 
the adoption of an innovation is not a momentary but an ongoing process that 
can be studied, facilitated and supported. However, there is ample evidence that 
the history of educational innovation is not very encouraging (Karavas-Doukas, 
1998; Rea-Dickins & Germaine, 1998; Tubin et aI., 2003). Karavas-Doukas' 
(1998) case study of the implementation of an EFL innovation, the introduction 
of their communicative language teaching in Greek public secondary schools 
provides evidence of factors that inhibited the educational reform process. 
Results from a questionnaire survey and interviews revealed that the lack of 
systematic and ongoing teacher training led to unfavourable teacher attitudes 
towards the innovation and limited and superficial teacher understanding of the 
approach they were asked to implement; as a consequence, the implementation 
of the reform was not satisfactory. Moreover, implementation was also hindered 
by non-existent communication with other colleagues and programme 
developers and lack of support within schools. The limited implementation of 
this particular EFL innovation was also due to its failure to take into account the 
constraints of the classroom and the wider educational context verifying the 
importance of compatibility of an innovation in Rogers' theory. 
Another research study into innovation (Tubin et aI., 2003) explored ten 
innovative schools in Israel and analyzed the level of innovation in four main 
domains of innovation (i.e., time/space configuration, student role. teacher role, 
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curriculum). A core assumption underlying this study was that change resulting 
from technology adoption will develop from a preliminary level of alteration to 
the school's routine so as to achieve an initial assimilation of ICT, then go 
through a transitional level, and finally achieve far-reaching transformations in 
pedagogical practices and learning processes. The findings show that not all 
areas of activity are affected in a similar way. In fact, the significant changes did 
not take place in the four main domains but in sub-domains such as digital space 
that were relevant to the innovation focus. A conclusion might be that the 
assimilation and diffusion of leT-based innovations within schools is a complex 
and gradual process, even under the most favourable conditions, such as highly 
motivated leaders, facilitative infrastructure, and sufficient human and financial 
resources. 
2.2.2. The theory of New Meaning of Educational 
Change 
The multiple dimensions of Rogers' concept of 'innovation' in education can 
also be seen in Fullan' s theory of 'change'. Writing in 2001, Fullan argues that 
over the past decade, the process of educational reform has been much more 
complex than had been anticipated. He also states that the history of 
implementation research is not satisfactory. Because of the complexity of reform 
and because of the failure to take into account complexity, research is difficult 
and sometimes open to criticism. At the same time, it can be seen that planned 
change attempts rarely succeed as intended. The difficulty is that 'educational 
change is not a single entity even if we keep the analysis at the simplest level of 
an innovation in a classroom'. Innovation is 'multidimensional' (Fullan, 
2001 :39). 
In Fullan's theory, change is understood as 'a result of adaptations and decisions 
made by users as they work with particular new policies or programmes. with 
.,.., 
the policy or programme and the user's situation mutually determining the 
outcome' (Fullan, 2001 :40). The theory acknowledges not only the complexity 
and multidimensional nature of change and the change process but also the 
existence of multi-agents (such as teacher, principal, student, district 
administrator, and government) involved in a change process. 
Fullan may use a different term from Rogers ('change' and 'innovation' 
respectively) but both are concerned with 'newness'. Fullan argues that a change 
comprises at least three dimensions: 1) the possible use of Ilew or revised 
materials (such as curriculum materials or technology), 2) the possible use of 
new teaching approaches (i.e. new teaching strategies or activities), 3) the 
possible alteration of beliefs (e.g., pedagogical assumptions and theories 
underlying particular new policies or programmes) (Fullan, 2001:39 emphasis 
added). As indicated above, newness is the key feature in Rogers' definition of 
innovation; and 'change' in Fullan's concept reflects a similar emphasis to 
Rogers' 'innovation'. Fullan claims that all three dimensions - new materials, 
approaches and beliefs - are necessary because 'they represent the means of 
achieving a particular educational goal or set of goals' (p. 71). 
It has been argued that educational change is a compound of complex and 
dynamic processes (Nachmias et aI., 2004). It is likely to involve the change of 
teachers' beliefs and attitudes, transformation of teachers' behavioural patterns, 
changes in a school's identity, improvement of student performance and 
adaptation to environmental changes. Many researchers deal with factors 
assisting or inhibiting the success of educational change in general (Karavas-
Doukas, 1998) and specifically in relation to ICT (Lang, 2000; Knezek & 
Christensen, 2002; Romeo & Walker, 2002; Loveless, 2003a; Loveless, 2003b; 
Tubin et aI., 2003; Nachmias et aI., 2004). Some emphasise organisational 
aspects and the means by which the organisation, typically a school. prepares 
itself for the implementation of change in its structure and activities (Cuban, 
1996; Lang. 2000). For instance, from a study on teacher development of 
computer use in German schools. Lang (2000) concludes that learning in a 
social environment calls for collaboration. team learning, self-assessment and 
")' 
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project-based activities fuelled by substantial support. Others emphasise the 
teacher factor and the means by which teachers cope with the demand to change 
(Loveless, 2003a). Still others examine the contribution of factors outside the 
school to the implementation of leT-based innovations (Nachmias et aI., 2004). 
These studies have demonstrated the complexity, multidimensional nature, and 
multi-agents of change and innovation claimed by Fullan (2001). 
Fullan (2001) also emphasises that change is a constantly changing process and 
the character of a change may vary at different phases of the change process: 
during the initiation of change (the process that leads up to and includes a 
decision to adopt or proceed with a change); the implementation of change (the 
stage that involves the first experiences of attempting to put an idea or reform 
into practice or the process of putting into practice an idea, programme, or set of 
activities and structures new to the people attempting or expected to change); 
and continuation or institutionalization (whether the change gets built in as an 
ongoing part of the system or disappears as a result of a decision to discard or 
through attrition) (pp. 50 and 69). Fullan's three phases of change process has 
some similarities with Rogers' innovation-decision process discussed in 2.2.1. 
Among the three phases of change, one of the most difficult and complex phases 
is implementation, for 'it is the means of accomplishing desired objectives' 
(Fullan, 2001:70). Karavas-Doukas (1998) defines implementation as the extent 
to which changes have occurred at three levels in relation to a particular 
innovation. These three levels are: 1) change or revision of teaching materials, 
syllabi or curricula; 2) changes in teacher behaviour, e.g. new techniques, 
approaches or activities; 3) changes in beliefs and principles underlying new 
materials and approaches' (p.2S). These three levels are quite similar to the three 
dimensions of Fullan's change (discussed above): new materials, new 
approaches and new beliefs. In Karavas-Doukas' study, the implementation 
process in an early state of development was very unsatisfying, because schools 
adopted simple applications for computer use very slowly. The non- or limited 
implementation of most educational innovations appears to be mainly due to the 
ignorance of the difficulties and complexities involved in actual implementation. 
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Moreover, implementation does not happen overnight. Bringing about 
educational change is a long, complex, anxiety- and conflict-ridden operation 
with many unforeseeable obstacles and problems (Fullan, 2001). Because of the 
nature of the complexity, an innovation or a change could take many years to 
implement fully (Lang, 2000). 
Fullan (2001) states that the implementation of a change is influenced by three 
clusters of factors (see Figure 2.3, below). The first cluster comprises the nature 
or characteristics of the change: need, clarity, complexity and quality; to be 
specific, the perceived needs for the change, the degree of clarity about goals 
and means in the change process, the difficulty and extent of change required of 
the individuals responsible for implementation, and the importance of the 
quality and practicality of the change project (e.g. a new policy or a new 
curriculum). The second cluster consists of the local characteristics, which 
include - in the context in which Fullan was writing - the school district, the 
community, the principal and the teachers and the immediate social contexts for 
change. The third cluster consists of external factors such as government 
departments and agencies such as the ministry of education. regional institutions 
and other external partners that are involved in the broader socio-economic-
political context. The implementation of a change involves a group of 
stakeholders such as students, parents and teachers in the change process. 
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Fullan's theory of change has been widely adopted in various studies on 
educational change (e.g. Ng & Tang, 1997; Nachmias et aI., 2004; Chambers & 
Bax, 2006). Nachmias et al.'s (2004) study, for example, examined the factors 
(e.g., human, infrastructural, organisational, internal, external) affecting 
successful implementation of innovative pedagogical practices using technology 
within schools. Data from case studies in 10 Israeli schools indicated that 
infrastructure factors such as school climate and educational policy were the 
most influential factors in the innovation. Their findings also revealed that 
technical support was more important than the number of computers. Moreover, 
although it was essential for the success of the innovation that there should be a 
group of enthusiastic teachers, the attitudes of the staff as a whole was a less 
critical factor for the success of the innovation. Somewhat surprisingly, the data 
revealed that staff training was mildly necessary for the innovation. This is at 
odds with the conclusions of some researchers that teachers or teacher training 
was one of the main factors in implementing change (Karavas-Doukas, 1998; 
Mumtaz, 2000; Knezek & Christensen, 2002; Gu, 2004). In this specific study 
(Nachmias et aI., 2004), it seemed that the management staff gained their 
knowledge from a variety of personal sources, as opposed to organised staff 
training. Another reason for the rather different findings of this study might be 
that Nachmias et al.'s definition of staff covers both management staff and 
teachers while other researchers emphasise teachers and their training. 
In a study of a technology-enhanced EL T reform project at an eastern Chinese 
university during 1998-2003 (RTCTTEC, 2005), although teachers were 
interested in using technology for instruction, the project failed in its aim to 
expand the scale of teacher involvement. One reason may have been the deeply-
held cultural beliefs which can hinder reform in teaching and learning. Oeep-
rooted norms in China include the beliefs that teachers should be in control of 
the classroom and deserve the utmost student respect. Therefore, the new 
teaching methods in the project. which emphasised teachers' provision of 
guidance and feedback rather than lecturing, ran contrary to these cultural norms 
and beliefs. Moreover, this learner-centred approach was extraordinarily 
challenging and demanding of teachers' time, energy and intellectual attention. 
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These factors discouraged teachers from subscribing fully to the reform. This 
study provides support for the view that when teachers implement an innovation. 
they tend to do so 'at the margins of instruction, leaving core relationships and 
processes in place' (Fang & Warschauer, 2004:315). It is therefore important to 
ensure that changes in materials and approaches are underpinned by changes in 
belief systems. 
Fullan's theory attempts to address the complexity of change in education and 
his work has been widely quoted in the educational literature in support of 
radical change. However, compared to Rogers' theory which has been widely 
applied in different dimensions, it would seem that relatively fewer studies have 
applied Fullan's theory empirically to data collection or the interpretation of 
results. 
2.2.3 The Concerns-Based Adoption Model 
The Concerns-Based Adoption Model (Hall & Loucks, 1975; Hall & Hord, 1987. 
2000) is a popular model used to study the process of adopting innovations (see, 
e.g., Atkins & Vasu, 2000; Webb et aI., 2005). The key feature of this model is 
the recognition that innovation needs to start with the concerns of the individual. 
The CBAM model has three diagnostic dimensions, Stage of Concern, Levels of 
Use, and Innovation Configurations, which represent key aspects of the change 
process experienced by individual users. The Stages of Concern (SoC) 
dimension addresses teachers' perception of an innovation and how they feel 
about it. Levels of Use (LoU) address teachers' actions in relation to the 
innovation. Innovation Configurations (lC) addresses the innovation itself (Hall 
& Hord, 1987:13-14). 
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In this model, Hall and her colleagues describe seven different stages of concern 
about the innovation: awareness, informational, personal, management. 
consequence, collaboration, and refocusing (see Table 2.1). 
Table 2.1 Stages of Concern (SoC) about an innovation (adapted from Hall 
& Hord, 1987:60) 
• Stage 0 Awareness: Teachers may be aware of the innovation but have little 
concern or involvement with it. 
• Stage 1 Informational: Teachers have a general awareness of the innovation 
and are interested in learning more about it. 
• Stage 2 Personal: Teachers are uncertain about the demands of the 
innovation, their own ability to meet the demands, and their roles within it. 
• Stage 3 Management: Teachers are concerned about the administrative or 
logistical challenges of the innovation. They focus on the processes and tasks of 
the innovation and knowledge about information and resources. 
• Stage 4 Consequence: Teachers' attention focuses on the innovation's impact 
on students. 
• Stage 5 Collaboration: Teachers focus on coordination and cooperation with 
other teachers in implementing the innovation. 
• Stage 6 Refocusing: Teachers consider exploring more benefits from the 
innovation and think of the possibility of major changes or replacement with a 
more powerful alternative. 
Here, the concept of 'concerns' has been described as 'the composite 
representation of the feelings, preoccupation, thought and consideration given to 
a pa11icular issue or task' (Hall & Hord, 1987:59). Stages 0-3 are linked to 
teachers' personal (individual) concerns and their features are a developing 
awareness of the potential of the innovation, accompanied by seeking 
information with Stage 3 broadening to concerns about management. The last 
three stages (Stage 4-6) focus on the impact of the innovation through 
developing an understanding of its consequences, collaborating with colleagues 
and refocusing work. The overall implication of the model is that if we wish to 
introduce and extend the use of leT in education, for i n s t a n c ~ . . it is important to 
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give teachers opportunities to get access to new technologies In a way that 
addresses their concerns (Davis, 1999). 
Hall and his colleagues also distinguish eight levels of use of an innovation: 
non-use, orientation, preparation, mechanical use, routine, refinement. 
integration, and renewal (see Table 2.2). The shift from Level 0 to Level VI 
indicates behavioural stages in implementing the innovation. 
Table 2.2 Level of Use (LoU) of an innovation (adapted from Hall & Hord, 
1987:84) 
• Level 0 Non-Use: The teacher has little or no knowledge of the innovation. 
They are not involved in it or take no action to be involved. 
• Level I Orientation: The teacher takes the initiative to acquire information 
about the innovation. 
• Level II Preparation: The teacher is ready for first use of the innovation. 
• Level III Mechanical use: The teacher focuses on short term, specific use of 
the innovation but does not have enough time to reflect on their use. 
• Level IV A Routine: The teacher makes few or no changes and has a stabilized 
pattern of use. 
• Level IVB Refinement: The teacher changes the use of the innovation to 
increase both short- and long-term outcomes. 
• Level V Integration: The teacher makes deliberate efforts to collaborate with 
their colleagues in using the innovation. 
• Level VI Renewal: The teacher seeks major modifications or new innovations 
to improve the effects and impact of the original innovation after re-evaluating 
it. 
It is assumed that if someone wants to change something, he/she has to change 
first. Therefore, for schools to improve, teachers must change. For teachers to 
change, 'there must be appropriate and promising practices and procedures (i.e. 
innovations) that they develop or adopt and, when necessary, adapt' (Hall & 
Hord, 1987:5). 
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CBAM has been widely applied and used as a framework in educational 
research from a broad variety of disciplines, some of which offer insights into 
the importance of concerns about technology integration (Atkins & Vasu. 2000; 
Moersch, 2001; Mills & Tincher, 2003; Webb et aL 2005). Webb and his 
colleagues' projects focusing on the provision of professional learning to 
support the use of ICT in teaching and learning in four Tasmanian primary 
schools showed that the participating staff members achieved significant and 
rapid progress through the more advanced concern: collaboration. They also 
found a group of colleagues functioning at the two highest stages: collaboration 
and refocusing. Mills & Tincher (2003) adopted LoU of CBAM in their project 
on technology professional development in a school district in the USA and 
divided K-12 teachers' use of technology into 5 levels (0-4): no use, 
unacceptable use, minimal use, moderate use and ideal use to determine their 
technology integration in classroom. Their findings showed that technology 
integration in this school was a developmental process. 
CBAM suggests that teachers need time to alter their 'concerns' about the 
change and their concerns about level of use of an innovation develop gradually. 
It focuses on the adoption process of an innovation and emphasises that change 
is a process rather than an event, echoing Fullan's new meaning of educational 
change. One significant factor of CBAM is that the two dimensions discussed 
above are closely related. They provide a metric for the change process of 
individual teachers across time (Hall & Hord, 1987), taking into consideration 
both concerns and behaviours. CBAM also offers a unique way to track the 
progress of teachers in an innovation and to describe systematically the 
implementation of an innovation by an individual. In this sense, it is a powerful 
framework for assessing and tracing innovative progress at the level of 
individual teachers. 
This section has presented relevant theories and models in educational 
innovation. Some reference has already been made in this discussion to 
innovation involving ICT. and this is the specific focus of the next section. 
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2.3 The implementation of leT in education 
JCT has been widely adopted in education for decades. Jn fact, overall computer 
applications in teaching and learning can be traced back to the early 1970s 
(Levy, 1997); and at the beginning of the 1980s, governments in many countries 
became increasingly interested in the potential contribution of JCT to education 
(Pelgrum & Law, 2003). JCT use in education now spans multimedia teaching, 
CMC (Computer-Mediated Communications), ICT-enhanced learning, 
computer-enhanced or technology-enhanced learning, computer-assisted 
learning and online or e-Iearning (Watson, 2002; Larsen & Lancrin, 2005; Dede, 
2006; Zhao & Hao, 2006; Feng & Zheng, 2006; Andrews & Haythornthwaite, 
2007; Spencer-Oatey, 2007; Skinner, 2009). One of the particular advantages of 
JCT is its flexibility and versatility. For example, JeT -related activities can be 
applied in almost every course in schools in the form of: 
• broadcast material or CD-ROM as sources of information 
in history; 
• micro-computers with appropriate keyboards and other 
devices to teach literacy and writing; 
• keyboards, effects and sequencers in music teaching; 
• devices to facilitate communication for pupils with special 
needs; 
• electronic toys to develop spatial awareness and psycho-
motor control; 
• email to SUppOlt collaborative writing and sharing of 
resources; 
• video-conferencing to support the teaching of modem 
foreign languages; 
• internet-based research to support geographical enquiry; 
• integrated learning systems (ILS) to teach basic numeracy; 
• communications technology to exchange administrative 
and assessment data. 
(DC SF, n.d.) 
Romeo & Walker (2002) summarise two perspectives on ICT use in education. 
The first focuses on the computer as a mechanism by which to deliver 
information. It is influenced by behaviourist learning theories. The second 
focuses on the use of computers as a system to enhance teaching and learning. 
This view, influenced by constructivism. is about ·exploiting technology'S 
31 
versatility and uniqueness' to help the teacher establish powerful environments 
for students' learning (p.323). It is clear that as ICT becomes more prevalent in 
schools, expectations for corresponding improvements in education grow as 
well. ICT can be an effective tool for promoting practices shown to improve 
student achievement and school performance when used appropriately. However. 
ICT is not a panacea for the challenges facing the education community (Bliss & 
Bliss, 2003). This section discusses the overall impact oflCT in education. some 
issues which have occurred in ICT practice in language education (ICTLE) and 
institutional and personal factors influencing implementation. 
2.3.1 The impact of leT 
A great deal of theoretical and empirical work over several decades has 
investigated the impact of ICT on educational processes. The adoption of ICT in 
education has affected the structure and functioning of schools, pedagogies in 
use, curriculum content and students' learning achievements (Tubin et aI., 2003). 
In Tubin et al. 's survey of 10 schools in Israel, they found that the schools 
incorporated ICT in unique ways and succeeded in devising innovative 
classroom pedagogies and school system changes. The incorporation of ICT into 
the schools affected their functioning at multiple levels: 
• New configurations of learning spaces and timetables were 
created; 
• Innovative teaching methods were devised; 
• Autonomous and active learning processes USIng the 
technology were adopted; 
• Teachers' traditional roles were expanded to include personal 
and group tutoring and guidance functions; 
• New ICT-based curricular solutions were generated. 
(Tubin et aI., 2003:128) 
ICT has also had an impact on teaching styles, learning styles and modes of 
learning. 
32 
2.3.1.1 Changing teaching styles of teachers 
Since ICT was introduced in education, it has had a widespread effect on 
teachers' teaching styles. Teachers can use ICT in a variety of ways and for a 
variety of purposes. For instance, they can use PCs to prepare teaching materials 
or use the Internet and CD-ROM in teaching and set research assignments 
(UNESCO, n.d.). It is also common for teachers to use word processors to write 
and present their work; to use a spreadsheet to enter data collected in 
investigations and create charts; to create databases as part of investigations, 
search the database and sort data for problem-solving; they can also use 
hypermedia to write, layout and present work for publication on the Internet; 
and use the Internet and CD-ROMs in their own research (ibid). All these 
adoptions of ICT have changed traditional teaching styles to a large extent. 
However, the resulting change in teaching style may be more problematic if 
instead of being voluntary it is imposed: if new materials must be used, new 
skills must be acquired and new ways of instruction need to be established 
(Fullan, 2001). 
2.3.1.2 Changing learning styles of students 
On the learning side, ICT provides many benefits for students, such as 
inexpensive printing, access to distance education programmes and internet 
connection. In addition, ICT can stimulate students' learning interest in hard-to-
understand issues; e-mails, phone, video conferencing can bridge distances 
between students and teachers, or among students themselves; literacy barriers 
in communication may be broken down by using video and radio; and the 
Internet can widen students' horizons of their field and even their understanding 
of the whole world. 
In formal learning situations, ICT is associated with significant changes in 
student learning styles. Lim & Chai (2004) argue that in an ICT-based learning 
environment, students have more autonomy over their learning processes as they 
have a substantial amount of control over their own pace of learning and 
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learning sequence. Furthermore, student group work and collaborative learning 
activities can be enhanced with the use of ICT; however, it cannot be assumed 
that students will automatically take up the opportunities for autonomy provided 
by ICT in the learning environment. First, they may lack a belief system that 
views knowledge as complex and evolving; they may view it as simple and 
fixed. When what they actually meet is not what they think, they may feel at loss 
and frustrated for they are not capable of self-modification. Second, they may 
lack the learning strategies to learn with ICT tools. Third, they may lack the 
motivation to make use of the additional learning opportunities offered by ICT 
learning (Lim & Chai, 2004:217-218). In such a situation, teachers play 
important roles in supporting and guiding students to take control of their 
autonomous learning. After all, the main intended beneficiaries of the innovative 
use of ICT in schools are the students (Bliss & Bliss, 2003; Tubin et al., 2003; 
Karagiorgi & Charalambous 2006). However, it is important to note that the 
development of learner autonomy presupposes the development of teacher 
autonomy (Little, 1995, 2000; Smith, 2003). If the prominence of learner 
autonomy is set as a goal in ICT -enhanced learning contexts, there also needs to 
be a focus on teacher autonomy, for learner autonomy and teacher autonomy are 
interdependent (Little, 1995). 
2.3.1.3 Changing educational modes 
In addition to the use of leT in the traditional face to face mode of teaching-
learning, its use in distance education and online education/Internet education 
have opened doors to more and more learners. ICT offers flexible access to 
better educational facilities, teaching resources, and new kinds of learning 
opportunities. Larsen & Vincent-Lancrin (2005) argue that with distance and 
online educational modes, ICT sets learners free from the limits of time, space 
and money, offering: 
34 
• facilitated access to international faculty/peers, e.g. with 
the possibility of online lectures or joint classes with 
remote students; 
• flexible access to materials and other resources, allowing 
students to revise a particular aspect of a class, glvmg 
more access flexibility to part-time students, or giving 
remote and easy access to the library materials; 
• enhancement of face-to-face sessions, as the availability of 
archived lectures online frees up faculty time to focus on 
difficult points and application and 
• improved communication between faculty and students 
and increase of peer learning. 
However, we have to acknowledge that these advantages only apply if certain 
conditions are met, such as sufficient leT resources provided and the necessary 
leT competence possessed both teachers and learners. 
E-Iearning, also known as web-based learning, online learning, and technology 
enhanced learning, takes place in three contexts: self-access, instructed and 
distance learning (Levy, 1997; Bax, 2003; Zhao, 2007). E-learning is also used 
for teacher professional development. Online programmes are available to 
teachers at their convenience and provide just-in-time assistance. Moreover, 
they offer access to experts and archival resources which were limited in the 
past (Dede, 2006). 
Watson (2002) claims that although e-Iearning has merits in creating new 
curricula and new learning environments in education, we should be equally 
alert to educational disadvantages. For instance, e-education itself cannot mask 
poor curriculum delivery or learning. Lack of leT knowledge and skills 
threatens our understanding of the value of technologies. Zhao (2007) 
summarises the problems of e-Iearning in different learning contexts. For 
example, students who do not have good skills in self-management or self-
instruction will not achieve their learning purposes in a self-access programme. 
Self-access study is assumed to be less interactive for it is likely to be an 
independent and individualised form of study (Zhao. 2007). Zhao (2007) also 
identities the inability of distance learning to otTer face-to-face interaction 
between students and teachers. the isolation and demotivation of students and its 
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lack of flexibility in content and learning methods. However, we should note 
that this is a limitation just derived from one model of distance learning. There 
are other models in which teachers can see and make contact with their students 
(e.g. skype, videoconferencing); even in previous print-based distance learning 
models, teachers may have had contact with students via telephone. 
To sum up, the use of ICT in education has impacted on teaching and learning 
styles significantly. The next section deals with specific issues related to the use 
of ICT in language teaching. 
2.3.2 Practice: ICT in language education (ICTLE) 
This section reVlews the literature relating to the use of ICT in language 
teaching and learning. Key areas to be discussed will include the following: 
• Computer-assisted language learning (CALL) 
• CALL in China 
• The value of ICTLE 
• Problems, difficulties, barriers and challenges of LCTLE, and suggested 
solutions, proposals or recommendations 
2.3.2.1 Computer-Assisted Language Learning (CALL) 
Computer-assisted language learning (CALL) was defined by Levy (1997) as 
"the search for and study of applications of the computer in language teaching 
and learning' (p.I). The literature on ICT in language learning therefore 
naturally entails the history of CALL. This can be described in terms of three 
time periods: the 1960s-1970s. the 1980s, and the 1990s-present (Levy. 1997: 
Fotos & Browne, 2 0 0 4 ~ ~ \\' arschauer, 2004). 
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When CALL first started in the 1960s and 1970s, language teaching was 
dominated by the audiolingual approach, an approach based on a behaviourist 
learning model and consisting of repetitive language drills and practice exercises. 
CALL therefore primarily took the form of drill-and-practice programmes and 
was regarded as a supplement rather than a replacement for classroom 
instruction (Fotos & Browne, 2004; Warschauer, 2004). 
During the next decade: the 1980s, a different VIew was taking hold. 
Behaviourist approaches to language learning were challenged and gave way to 
communicative approaches, which were based on meaning-focused language 
use rather than formal instruction (Richards & Rodgers 200 I; Fotos & Browne, 
2004; Warschauer, 2004). Communicative CALL reflected the communicative 
language learning, and communicative language teaching approach - which put 
emphasis on the interdependence of language and communication (Fotos & 
Browne, 2004). 
The early 1990s saw a different model of the computer, according to Fotos & 
Browne (2004), the computer used as stimulus, in reaction to criticisms that 
CALL was limited to mechanistic drills and lacked the ability to give learners 
essential feedback. The present stage of CALL, which arose in the mid 1990s, 
has been termed 'integrative CALL' (Warschauer, 2004) because in this period 
language teaching achieved full integration with e-mail, web browsers, video 
conferencing, and multimedia packages (Warschauer & Healey, 1998; Fotos & 
Browne, 2004). 
The above historical outline is based on Warschauer & Healey'S (1998) 
summary of developments in CALL over the past 30 years, during which CALL 
has been through three main stages: behaviourist CALL, communicative CALL, 
and integrative CALL. Levy's (1997) review illustrated these developments by 
introducing suitably representative CALL projects decade by decade. However. 
Bax (2003) offers a critical examination and reassessment of the history of 
CALL, pointing out that Warschauer & Healey's categories contain 
inconsistencies and are based on unclear criteria. He suggests three different 
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conceptualisations based on Warschauer & Healey's categories - Restricted 
CALL (the underlying theory of learning, actual activities, teachers' role. and 
the feedback offered to students are all relatively restricted); Open CALL 
(compared with restricted CALL, this part is relatively open in all dimensions, 
e.g. attitudes to computer use are more open; focus of linguistic skills 
development is open and flexible) and Integrated CALL (integrated language, 
mixed skills and systems), compared to Warschauer and Healey's three phases 
of CALL. In Bax's view, our aim should be to attain a state of 'normalisation' in 
which the technology is invisible and truly integrated. He also describes a future 
for CALL: a time when teachers and students will use ICT naturally without fear 
or resistance. ICT will not be the centre of any lesson, but will be used 
appropriately in teaching and learning. Moreover, the role of ICT wi II be 
reflected in and integrated into all other aspects of classroom life, alongside 
course books, teachers and notepads. ICT will go almost unnoticed, just be an 
accepted part of the lesson. However, the future of CALL relies on many factors, 
including research in applied linguistics, change in the status of languages and 
language learning, and sociological changes in schools and education 
(Warschauer, 2004). 
2.3.2.2 CALL in China 
In China, CALL has also experienced three periods (Zhuang et aI., 2007): the 
starting period (1980s), the developing period (middle-late 1990s), and the 
flourishing period (from the early 21st century to now). In the first period, 
computer facilities were simple and CALL software was very limited. Therefore, 
few CALL practices were adopted in EFL teaching. Then in the middle and late 
1990s CALL developed quickly. There was more international exchange and 
cooperation in this field; multimedia teaching software in the form of CD-ROMs 
was designed collaboratively by institutions, companies and presses; and 
multimedia classrooms were used for instruction. From the tum of the century, 
C ALL has flourished. During this latter period. three forms of CALL can be 
seen in China (Ma, 2003): in large multimedia classrooms (where it is used 
mainly for presentation). in web-based teaching centres (mainly for autonomous 
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and individualised learning), and in distance education. Web-based or campus 
Net-based (Intranet) language teaching and learning systems are highly 
recommended and used in many schools and universities. Each of these forms of 
CALL poses challenges for teachers, such as the effective management of large 
classes, the appropriate guidance and supervision of students for individual ised 
self-access and autonomous learning, and the provision of sufficient interaction 
for learners in distance education. 
Currently, multimedia-aided EFL teaching in China is found in four modes: the 
combination of in-class with out-of-class learning, online with offline, large-
sized class with small-sized ones, and face-to-face instruction with autonomous 
learning. Such developments have brought about many changes to language 
classrooms in the past decades. Both the pedagogical approach and organisation 
of EFL classes have undergone extensive modification and change. 
The view that computers serve as a mere assistant in language learning is 
challenged when higher technologies have been employed (Chen, 2005; Wang, 
2007b). The reality is that the function of the computer is moving gradually 
from assistance to aid to autonomy in EFL teaching. Computer-assisted 
language learning tends to be autonomous language learning. As shown in 
Figure 2.4, educators/teachers give instruction to/teach learners/students with 
the assistance of computers (without Internet link), media, Web and traditional 
language lab (unequipped with computers). In this traditional CALL, learners 
are passive knowledge receivers rather than knowledge constructors in their 
learning process. However, Figure 2.5 shows that computers serve a major 
function in autonomous language learning. Designers design and produce 
computer-, media- or Web-based learning resources (designers can be teachers, 
computer experts or software specialists); learners/students operate and use 
computers, media or the Web for individual, autonomous language learning; that 
is. they interact with computers, media, the Web and courseware actively. In this 
context. learners are knowledge constructors. Computer-based autonomous 
language teaching and learning is facilitated with the development of artificial 
intelligence, digital technology, and information and Internet technology. The 
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computer has come to serve many major functions (not just as assistant. tutor or 
partner but as learning and teaching tool, resource and context as well). The 
computer has made it possible to conduct autonomous, individualised learning 
in a virtual situation (Chen, 2005). 
Computer 
Media 
~ ~Educators with 
-V Web 
Language 
lab 
Figure 2.4 The CALL model (Chen, 2005:12) 
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ware 
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Figure 1.5 The eomputer-based autonomous language learning model 
(Chen, 100 : 11) 
2.3.2.3 The value of ICTLE 
The effectiveness of ICT in language classrooms has been doubted by some 
researchers (Clark, 1991; Liddell, 1994; Zhao, 2007), who argue that there is no 
hard educational evidence in terms of learning benefits to be gained from 
employing any specific medium to deliver instruction. Scepticism mostly 
concerns how to make appropriate use of the new technologies in language 
learning and how to integrate CALL materials into different learning contexts 
such as the instructed class, self-access centres and distance learning in its 
various forms (Zhao, 2007). If the results of an innovation are invisible to 
teachers (observability), the adoption is undoubtedly affected (Rogers, 1995). 
However, there are so many reasons for us to believe in computer- and 
Internet/Web-based language teaching and learning. As a branch of leT use in 
education, ICTLE certainly carries all the merits and advantages of leT itself, 
and entails particular values in its own field. 
First, ICTLE is considered a valuable resource. The computer can provide vivid 
pictures and sounds, which make language learning motivating or enjoyable; 
individualization and autonomous learning can be achieved with ICT resources; 
through self-access facilities, or self-study use, further practice or more time on 
task is possible via ICT; methods/activities/tasks unique to computers can free 
teachers to a certain extent and link teachers and students to learning resources 
outside the classroom (Levy, 1997). Beatty (2003) points out that as well as 
increasing the resources for learners outside the classroom, ICTLE makes 
available the search tools for finding that information, and presents the 
information in multiple media. 
Secondly, in the new era of Web or Internet-enhanced language learning, 
learners are able to be more autonomous and focus their learning on the areas 
they are interested in. They can become creative because they can create their 
spaces and blogs on the Web, publish their ideas, communicate directly with the 
teacher through e-mail. and ask for feedback or advice. Based on his survey, 
Levy (1997: 172) listed five interaction types available through the Web: 
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the students can interact with a website; they can interact with a 
'form field' (fill in an interactive form on the Web); they can interact 
with a teacher or a student (e.g. exchange e-mail with their teacher 
or with keypals or work on a LAN (local area network, a computer 
network covering a small physical area, like a home, office. or small 
group of buildings, such as a school, or an airport); they can interact 
with a group (students participate in a LAN-based discussion group); 
they can use it as a learning environment (e.g. a MOO). 
His argument is echoed by O'Connor & Gatton (2004). Based on their study, 
they contend that the great advantage ICTLE has over conventional classroom-
based activities is that it offers enormous opportunities for students interacting 
with the target language. These interactions are controlled by the student but 
managed by the courseware curricula and carried by the microphone and 
headphones or by whatever is on the screen. Since the interactions are relatively 
private, many students who are silent in class are actively interacting with the 
material in target language. Further studies indicating the role of leT in 
promoting learner interaction with materials can be found in, for example, 
Chapelle (2003) and Richards (2005). 
Other advantages of ICTLE include its potential to involve learners in a variety 
of activities: communicating, the use of multimedia, Internet information 
searching, students' home-page construction, distance learning, test-taking, and 
so on. Other studies contend that an important outcome for students who use 
new media is that they develop a wide range of literacies and identities (Fotos & 
Browne, 2004). 
In order to make ICTLE more effective, Chambers & Bax (2006) suggest that 
ICT should be integrated into the syllabus and that teachers should use 
computers in their teaching as often as the facilities allow. Other elements 
should be taken into consideration as well, such as teachers' need for both 
technical and pedagogical support, for development opportunities (in 
collaborative mode). for computing facilities which are readily accessible. and 
for software suited their students' particular needs. 
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2.3.2.4 Limitations of ICTLE 
Just like other new technologies, ICT is a double-edged sword. On the one hand 
it brings countless benefits, values, and opportunities; on the other hand. ICT 
has its own limitations. 
Levy (1997) lists several major barriers to successful use of CALL materials in 
his survey. These are: lack of time, funding, teacher training, reward/recognition, 
teaching staff perceptions of CALL, level of expertise required, lack of agreed 
standards, level of acceptance in wider context, publishing problems. problems 
organizing team work, professional intransigence and lack of information 
sharing, and lack of suitable software. Levy's analysis is supported by Beatty 
(2003), who implies that the cost of technology can be a barrier both to getting 
involved in CALL and maintaining the latest technology. Other problems, such 
as expertise and authoring programmes, centre on developing new CALL 
programmes. It is critical to overcome these obstacles in promoting efficient use 
of ICT in language education. 
We turn now to such key problems of ICTLE identified in the literature as 
inadequate skills, emotional and cultural difficulties, and other issues such as 
material problems. 
Inadequate skills 
In terms of the skills language teachers need for ICTLE, different requirements 
have been put forward. Carnoy (2004) argues that it is essential to train teachers 
in basic computer skills. This is supported by the findings of a survey on four 
higher education institutions in central south China (Ma, 2003), which found 
that there was a pressing demand from these universities to train EFL teachers in 
ICT skills such as courseware design. With the nature of ICTLE changing and 
because of improvements in computer literacy among learners, advances in 
computer hardware and software, a better balance between pedagogy and 
technology continues to be a major challenge (Beatty, 2003). Carnoy (200.t) also 
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points out that inadequate JCT skills result in the limitations of many authoring 
programmes, for example, true/false and multiple-choice questions are the most 
common low-level question types while higher-level synthetic, analytical and 
evaluative tasks are difficult to find. 
According to Chapelle & Hegelheimer (2004), skills such as searching, 
evaluating, and re-purposing materials have always been crucial for language 
teachers. Furthermore, the fourth skill they mention, troubleshooting basic 
browser problems, is also essential for language teachers who want to use Web 
materials in their classes. They also contend that teachers should be expected to 
have at least a basic understanding of Web page design and creation. including 
how to insert hyperlinks and links to media files and Web page maintenance and 
updating. Creation of high quality online courses and related websites both 
require advanced knowledge; however, the JCT knowledge and skills which 
most teachers have seems insufficient to meet what is required (Hu, 2007). 
Emotional and cultural difficulties 
At the introduction stage of ICTL T. teachers are reluctant to use leT. especially 
computers and the Internet. There may be some reasons for this reluctance. for 
instance, poor software design (this has been improved in recent years), 
scepticism about the effectiveness of computers in improving learning outcomes, 
lack of administrative support, increased time and effort needed to learn the 
technology and how to use it for teaching, and the fear of losing their authority 
in the classroom as it became more learner-centred. Similar reluctance on the 
part of students can be found in Hubbard's report (2004) that in computer-
related language learning, frustration and anxiety were found in students doing 
collaborative web projects which required them to publish over the Internet. He 
& Zhong (2007) also revealed in their survey of two Chinese universities that 
students have not completely adapted to such aspects of the new multimedia 
environment as learning resources, learning and teaching paradigms or 
management and assessment of on-line learning. He & Zhong suggested 
reducing or re-channelling that anxiety in productive ways through critical 
reflection. 
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In another study of a technology-enhanced EL T reform project at an eastern 
Chinese university during 1998-2003 (Fang & Warschauer, 2004), cultural 
conflicts were identified. In China, cultural norms and beliefs mandate that 
teachers control the classroom and deserve utmost student respect. In this 
project, the expectation that teachers in ICT-enhanced classrooms would 
provide guidance, scaffolding and feedback rather than lecturing ran contrary to 
the cultural norms and beliefs. A leamer-centred approach is also demanding of 
teachers' time, energy and intellectual attention. Hence, heavy workloads, a lack 
of financial and technological support discouraged teachers from devoting the 
extra time and energy necessary to fully implement the intended leT -integrated 
approach. In order to achieve a broader diffusion of the reform, the authors 
recommended that education reformers needed to introduce greater incentives to 
encourage more teachers and students to accept ICT-based teaching and learning. 
Problems with materials 
The new technologies have equipped teachers and students with more teaching 
and learning resources and materials. Does more mean better? It should be 
acknowledged that too many materials are a new pedagogical problem in ICTLE. 
Even with access only to traditional teaching materials, teachers have had to be 
needs analysts and syllabus designers, and provide guidance on how to learn 
(McGrath, 2007). When much more diverse resources are available, teachers 
need to fulfil a number of roles at the same time, such as planning, researching, 
evaluating and selecting ICT-enhanced materials (ibid). 
As for materials on the Web, how to browse through search results and locate 
suitable materials for teaching and learning, how to expose their students to the 
mass of materials on the Internet, help them select materials that contribute to 
the syllabus they are using and direct their language learning more effectively is 
a challenge for language teachers (Taylor & Gitsaki, 2004; Chapelle & 
Hegelheimer, 2004). Consequently, "knowing how search engines work, 
performing searches, and letting students engage in canned searches i.e., 
searches that have been conducted and their results analysed, are important areas 
of expertise' (Chapelle & Hegelheimer, 2004:305). Therefore, computer search 
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tip sites were introduced in some training courses to both teachers and learners 
to enable them to cope with abundant information within a limited time. 
In this section, the literature shows that ICTLE has brought about radical 
changes to traditional language teaching and learning; at the same time, its 
introduction has encountered challenges and problems (as discussed above). 
The next section discusses the factors that have been shown to influence the 
implementation of (lCT -related) reform. 
2.3.3 Factors influencing implementation 
Since JCT was introduced into education, it has brought benefits to both 
developing countries and developed countries. For instance, it has facilitated the 
connecting of rural schools to the outside world and more internal and external 
communication through the Internet; however, a number of issues still remain. 
For example, although JCT use in education is an encouraging trend in the new 
century, it is still hard to use JCT freely and proficiently and teachers are facing 
obstacles in actually using computers in their teaching. The reasons are manifold 
(Mumtaz, 2000; Warschauer, 2002; O'Mahony, 2003; UNESCO, 2003; 
O'Connor & Gatton, 2004): 
• insufficient access to JCT facilities, 
• unfavourable ICT policies, 
• lack of technical support, 
• insufficient and inefficient CPD, 
• unfavourable appraisal systems related to JCT use, 
• difficulty in changing deep-rooted roles of teachers as well as roles 
of schools and students, 
• inappropriate beliefs and attitudes towards leT use, 
• lack of leT knowledge and skills among teachers and students. 
• poor leT pedagogy. 
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All these issues hinder the implementation of ICT in schools. In Rogers' (1995) 
theory of diffusion of innovations, two potentially influential variables in the 
diffusion process are identified: receiver variables (such as attitude toward 
change and perceived need) and social system (individuals, groups and 
organisations) variables (see 2.2.1, Figure 2.2). In Fullan's (2001) new meaning 
of educational change, three clusters of factors influence the implementation of 
a change: the nature of the change, local characteristics and external factors (see 
2.2.2, Figure 2.3). Both cover external and situational factors in change such as 
individuals, institutions and governments. Since influential factors within 
institutions are most relevant to my study, two sets of factors will be discussed 
in this section. They are institutional factors (e.g. JCT resources and facilities, 
ICT policies, commitment and support, ICT-related CPD opportunities, and 
appraisal) and personal factors (e.g. role change, attitudes and beliefs, ICT 
knowledge and skills and ICT pedagogy). 
2.3.3.1 Institutional factors 
UNESCO (2007) points out a number of factors/conditions for effective use of 
ICT in education: 
• Political and financial commitment (at both government and school 
levels). 
• Conducive policy and careful planning for integration of leT into 
education. 
• Adequate infrastructure (including alternatives to conventional 
infrastructure such as wifi and solar power). 
• Equipment and ICT tools (such as desks, chairs, radios, televisions 
and computers) that are appropriate for local needs and are 
affordable in the long term. 
• A system of ongoing professional development for teachers. 
• Enthusiastic teachers, equipped with the skills required to make 
good use of leT tools for enhancing education. 
• Appropriate curricula that permit the use of ICT in teaching and 
learning. 
• Institutional flexibility and monitoring and assessment systems. 
• Adequate and timely technical support ( t r o u b l e - s h o o t i ~ g . .
maintenance and repair of equipment) in schools and learnang 
centres. 
Most of the above can be identified as institutional factors, which need to be in 
place before the educational benefits of leT can be fully harnessed (Meleisea, 
2007). O'Mahony's (2003) six-point model (see Figure 2.6), incorporates most 
of these conditions. 
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Figure 2.6 The school ICT effectiveness model (O'Mahony 2003:298) 
The model indicates that effective use of leT in institutions depends largely on 
six factors: leT resources, curriculum leT policy, executive commitment. 
teacher professional development (PO), relevant evaluation and appraisal and 
student leT skills. 
The first prerequisite for success with ICT use in institutions is the provision of 
sufficient, reliable and up-to-date resources. O'Mahony (2003) points out that 
these resources include network infrastructure, workstation and peripheral 
hard are software and human resources such as leT coordinators. for 
urriculum ICT policy the institution must state clearly it intention and 
di ion con ming the u of ICT particularly in curriculum are . Detail of 
this policy could include 'a mandated minimum number of hours of JCT use, a 
target minimum qualification to be attained, or specific leT-based assessment 
tasks' (p.298). Executive commitment to JeT professional development should 
be expressed clearly and expectations such as minimum hours of ICT use and 
JeT-based tasks adopted in the classroom should be specified. Teacher 
professional development in leT will, of course, enable teachers to gain more 
confidence and competence with leT, but issues such as venues for training (on-
or off-site), timing (on- or off-site) and content (productivity based or subject 
specific) need to be decided before a PD programme is implemented 
(O'Mahony, 2003). Evaluation and appraisal is necessary for it can give crucial 
feedback on all aspects of the model including staff ability and the availability 
of leT resources or access. Finally, a cross-curricular student leT skills 
programme is necessary so that students can grasp basic leT skills such as 
keyboard familiarity, word processing, spreadsheets, presentation graphics, and 
Internet searching. 
O'Mahony emphasises that the ultimate aim of this model is the improvement of 
student learning and it is therefore logical that the focus should be on student 
and situational factors. Since my concern is with institutional factors and teacher 
personal factors influencing implementation, I have developed two new models 
based on that ofO'Mahony (see Figures 2.7 and 2.8, below). 
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Figure 2.7 The leT effectiveness model- institutional factors 
Many studies show that institutional factors such as access to ICT facilities are a 
premise in implementation of ICT innovations (Warschauer, 2002; Hansson, 
2006; Sahin & Thompson, 2006). In a project concerned with English teachers' 
professional development in Egypt (Warschauer, 2002), obstacles such as lack 
of access to ICT equipment were reported. Similar findings can be seen in 
another study exploring instructional computer use by faculty members in a 
College of Education in Turkey (Sahin & Thompson, 2006). It has been shown, 
not surprisingly, that accessibility and availability of computers are an important 
factor affecting the use of computers for instructional purposes. Therefore, 
administration should minimize barriers to computer access, especially in 
classrooms, that will lead to the higher level of observability of effect in the 
technology. 
It is important to note that access is not only about access to computers and the 
Internet (Hansson 2006). Even with access to computers teachers face 
ddition I ob tacle to using th m creatively. For e ample the most frequ nt 
in ahin Thompson s (2006) stud ere a lac of 
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appropriate software, a lack of training in the use of existing computers and 
software, a lack of sufficient skills for instructional computer use and a lack of 
technical support. Other issues included huge class sizes, a centralized test-
driven curriculum, and a school culture that discouraged innovation. These 
findings correspond to Williams et al.'s (2000) research on integrating ICT in 
professional practice in Scottish primary and secondary schools, which 
identified three distinct forms of teachers' needs for support: technical support 
(technical maintenance or trouble-shooting support), evaluation of resources 
(support in selecting and evaluating ICT resources) and a supportive 
organisational culture. 
The point is that even with access to ICT, teachers also need to know how to 
handle the technology and fully exploit it for school use. CPO is critical to 
achieve this goal. At the same time, the presence of a coherent, consistent and 
committed ICT policy and development plan, institutional incentives and 
support for teachers to pursue CPO are also critical (Drenoyianni, 2004). Such a 
policy may take the form of promotion for teachers who innovate with ICT, as 
opposed to merely using it in the classroom, or simply making sure that teachers 
have adequate access to technology after training (Wikibooks, n.d.). 
To summarise. institutional factors cannot be overlooked in the implementation 
of ICT in education. Like any major innovation, no large-scale ICT -related 
programme can succeed without institutional support. As O'Connor & Gatton 
(2004) state, 'without a real commitment on a broad institutional and personal 
front, even the most successful programme will lose ground' (p.223). 
2.3.3.2 Personal factors 
Individual factors that influence teacher take-up of ICT far outweigh the 
institutional factors (Veen, 1993, cited in Mumtaz. 2000). Teacher factors such 
as role change. beliefs about and attitudes towards teaching methodology, 
computer-handling technical skills and leT pedagogy (lCT knowledge and 
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skills in managing classroom activities) are regarded as most influential in 
teachers' use of computers (Mumtaz, 2000) (see Figure 2.8). 
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Figure 2.8 The leT effectiveness model- teachers 
Role change 
leT use in education requires reconsideration of teachers' role orientation. In 
traditional classrooms, teachers were instructors, taking on the role of an 
information dispenser, authoritative expert and fountainhead of information and 
knowledge. Since leT has been introduced, the new technologies are used to 
stimulate more communication between teachers and students. Although leT 
does not necessarily determine teachers' role change from lecture-oriented to 
learner-centred teaching (e.g. communicative language learning without leT 
also required teachers to take on new roles within a leamer-centred approach). 
the shift from teachers transferring knowledge to guiding learning processes in 
which students work individually and independently cannot be separated from 
the use and impact of leT (Jager & Lokman, 1999). In leT-integrated 
classrooms teachers are e pected to act as a guide, providing strategic support 
and as i ting students in finding their own learning method and evaluating th ir 
52 
learning processes and outcomes (Jager & Lokman. 1999; Liao, 2005; Meng. 
2005; Zhao & Hao, 2006). In so doing, teachers will also need to 'constantly 
reflect on their own role in the classroom, monitoring the extent to which they 
constrain or scaffold students' thinking and behaviour. . .' (Smith, 2001:43). 
In the context of distance education, teachers have also experienced a change of 
role from 'a dominating authority to an organiser, a facilitator, a consultant, a 
designer, a judge and a researcher' (Peng, 2004: 188). Liao (2005) summarises 
teachers' roles in a Web-based teaching context from four different dimensions: 
I) in relation to their own personal development, teachers are reflective learners 
and researchers; 2) in the process of teaching, teachers are designers, developers, 
organisers, collaborators, supervisors and assessors; 3) in students' individual 
development, teachers are knowledge constructors and personality builders; 4) 
in a Web-based environment, teachers serve as mentors on ethics in Web 
environment and policy implementers. 
One issue in all this is how teachers get used to their new roles. Teachers can 
make comprehensive use of ICT, but it needs time for them to change roles. 
Moreover, since ICT-enhanced learning is a new experience even for the 
teachers, teachers become co-learners and discover new things along with their 
students. In fact, after ICT has been introduced in the classroom, it can be 
argued that the teacher's role in the learning process becomes even more critical. 
A questionnaire survey aiming to find out students' expectations of teachers' 
roles in autonomous language learning in China (Wang, 2007b) found that 
students most expect teachers to fulfil the roles of counsellors, inspirers, trainers 
who provide specific training for students in learner autonomy on the basis of an 
analysis of students' needs, and developers of suitable materials catering for 
autonomous learning. With the introduction of ICT into classrooms, small-group 
instruction and one-to-one tutoring in an ICT environment has become more and 
more popular as a means to meet students' needs. and this new classroom 
dynamic requires the teacher to interact creatively with leT and students. 
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Beliefs and attitudes 
Educators and researchers (e.g. Kern 1995; Fang 1996; Becker, 2000; Higgins & 
Moseley, 2001) point out that teachers' beliefs are important determinants of 
teaching practices. Kagan (1992) argues that 'the more one reads studies of 
teacher beliefs, the more strongly one suspects that this piebald of personal 
knowledge lies at the very heart of teaching' (Kagan, 1992:85). Following a 
review of factors affecting teachers' use of ICT, Mumtaz (2000) concludes that 
teachers' beliefs about teaching and learning with ICT are central to integration. 
As we know, ICT -learning has grown at a rapid pace and influenced the overall 
learning and teaching experience, but the adoption of new ways of teaching and 
learning in education institutions through ICT undoubtedly create conflicts 
between traditional and new styles, and tensions for both teachers and students. 
It seems that many teachers are initially reluctant to use ICT. Robertson et al. 
(1996) categorised what they see as teachers' resistance to computer use 
according to the following themes: resistance to organisational change, 
resistance to outside intervention, time management problems, lack of support 
from the administration, and teachers' personal negative perceptions of 
computer use. Although the purchase of ICT facilities is an administrative 
decision, using ICT has always been a teacher decision (Cuban, 1996); therefore, 
teacher resistance is the main obstacle to ICT use, and central to this is a 
concern about workload. Cuban's (1996) historical research on technology 
adoption in schools argues that teachers have resisted technology 'when the 
innovations under consideration contribute to the multiple conflicting goals they 
are asked to carry out daily for masses of diverse children' (p.15). 
Mumtaz's (2000:320) survey reviews the factors that militate against teachers 
from using technology. These are: 
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• lack of teaching experience with ICT; 
• lack of on-site support for teachers using technology; 
• lack of help supervising children in their computer use; 
• lack of ICT specialist teachers to teach students computer skills; 
• lack of computer availability; 
• lack of time required to successfully integrate technology into 
the curriculum; 
• lack of financial support. 
Change in beliefs requires change in the way teachers think about teaching and 
their teaching practices (Karavas-Doukas, 1998). On a more specific level, it has 
been argued that beliefs and attitudes are significant elements which influence 
teachers' adoption and integration of leT in teaching (Fang. 1996; Jonassen et 
aI., 1999; Becker, 2000). Jonassen et al. (1999) maintain that changed teaching 
practice requires the change of teachers' beliefs in learning and teaching. The 
transition from traditional teaching to teaching with ICT is more difficult than it 
may seem for 'it involves a shift in teaching paradigms. a shift in the way of 
thinking about teaching' (Poole, 1995: 198, cited in Watson, 200 I: 183). Changes 
in beliefs are even more difficult compared with the change of teaching 
approaches, for they challenge the core values held by teachers concerning the 
purpose of their teaching; moreover, 'beliefs are often not explicit, discussed, or 
understood, but rather are buried at the level of unstated assumptions' (Fullan, 
2001:44). 
Teachers' attitudes toward ICT are multi-faceted. Their decision to adopt the 
new technology is based upon their ease of mastery of the technology, their trust 
in it, their flexible use in classroom management (Cuban. 1996). Numerous 
studies have focused on teachers' attitudes in large-scale 
changes/reforms/innovations. In Albirini's survey (2006) of the attitudes of high 
school EFL teachers in Syria, teachers were found to have positive attitudes 
toward ICT in education. Teachers' attitudes were predicted by computer 
attributes (e.g. the relative advantage of computers, their compatibility with 
teachers' current practices, their simplicity/non-complexity and the observability 
of good effect of practice), cultural perceptions, computer competence and 
computer access. He also points out the importance of teachers' vision of 
technology itself. their experiences with it and their cultural perceptions 
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concerning the adoption of ICT when this technology was introduced into 
schools. However, he did not analyse the effect of teachers' positive attitudes on 
their practical ICT use in the classroom. In Bliss & Bliss' survey (2003) of 
attitudes of elementary school teachers in the USA, 91 % of respondents agreed 
that positive attitudes and self-confidence toward computers are a necessary 
condition for effective use of ICT in classroom. Nevertheless, due to inadequate 
professional development and support, fewer than 20% of the respondent 
teachers felt confident to integrate educational technology into their daily 
classroom instruction. Karagiorgi & Charalambous' (2006) study on the impact 
of ICT in-service training for pre-primary and primary school teachers in Cyprus 
concluded that training had a significant impact on teachers' attitudinal stance. 
Teachers reported that they had overcome fears about the use of ICT after 
training. A German study (Lang, 2000) has shown that since computers were 
introduced into the German educational system 25 years ago, teachers have 
formed positive attitudes towards computer use in learning and are confident in 
ICT use. However, teachers' demand for ICT training is still high. 
Many factors may jeopardize teachers' willingness to accept the new method of 
teaching, such as their uncertainty over the outcome of the new method, lack of 
confidence in mastering it, and any initial failure to apply it successfully in the 
classroom (Gu, 2007). New knowledge and imposed changes can be 'a threat to 
the self-confidence, self-esteem and credibility that teachers have built up over 
many years' (Gu, 2007:30). 
Francis-Pelton & Pelton (1996, cited in Albirini, 2006), in their study of the 
correlation between teachers' attitude and acceptance of technology, showed 
that many teachers' lack of knowledge oflCT and relevant experience of change 
lead to a lack of confidence in attempting to introduce ICT into their instruction. 
Moreover, lack of knowledge and skills in ICT-use resulted in negative or 
neutral attitudes toward its use in education. Teacher's ICT competence is a 
significant predictor of their attitudes towards ICT use (Berner, 2003, cited in 
Kim et aI.. 2008). 
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Fishman et al. (2003) maintain that professional development should 
fundamentally be about teacher learning: changes in the knowledge, beliefs and 
attitudes of teachers that lead to the acquisition of new skills, new concepts and 
new processes related to the teaching work. Therefore, teacher attitude change is 
a key aspect of the teacher training process (Karavas-Doukas, 1998). In other 
words, teachers' training/development should be directed towards changing 
teachers' beliefs and attitudes towards a reform or an innovation in order to 
bring about change in practice. 
In sum, changes in beliefs, which are linked to and guide behaviour, are the 
most difficult to achieve, although there is an alternative: to impose a change in 
practice before teachers change their attitudes and wait for this change to take 
place. Changes in beliefs and understanding are the foundation of lasting reform 
(Fullan, 200 I). Even so, changing teachers' attitudes is only a minor step 
towards successful education reform (Karavas-Doukas, 1998). Teachers' 
perceptions of ICT in education are not only influenced by the discourse of 
official documents and guidelines, but also by their own experiences of using 
ICT (Tubin et aI., 2003). Therefore, a grasp of ICT knowledge and skills is 
necessary for teachers before they use ICT in practice. 
leT knowledge and skills 
With regard to ICT knowledge and skills, it has become fashionable to refer to 
'ICT literacy', one helpful definition of which is 'using digital technology, 
communications tools, and/or networks to access, manage, integrate, evaluate 
and create information in order to function in a knowledge society' (ETS, 
2002:2 cited in Drenoyianni, 2004:388). As illustrated in Figure 2.9, ICT 
literacy is represented as the development of five critical JeT proficiencies, each 
of which requires the integration and application of both cognitive and technical 
proficiency skills. This means that JeT literacy is more than the ability to 
operate a computer. It includes not only the acquisition of basic technical skills 
but a complicated set of capabilities related to 'collecting and retrieving, 
organizing and managing. interpreting and representing, evaluating and creating 
information' (ibid). 
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Figure 2.9 leT literacy organisational scheme (Drenoyianni, 2004:388) 
Zhang & Yang (2002) suggested five dimensions of ICT literacy that primary 
and secondary school teachers should have in the Chinese context: basic ICT 
literacy, applying ICT to teaching, ICT and teaching evaluation, ICT and CPO 
and lifelong learning, and awareness of ethical and legal issues in the ICT 
context. Warschauer (2002) has also put forward a perspective on what he calls 
'new electronic literacies' (pA55) These include computer literacy (e.g. comfort 
and fluency in using computers), information literacy (i.e., the ability to find and 
critically evaluate online information), multimedia literacy (i.e., the ability to 
produce and interpret complex documents comprising texts, images, and sounds) 
and computer-mediated communication literacy (i.e., knowledge of the 
pragmatics of individual and group online interaction). While these researchers 
show similar understandings of ICT literacy, Zhang & Yang's concept of ICT 
literacy extends its application to CPO and highlights ethical issues; at the ICT 
proficiency level, however, it is not as complete as that of Drenoyianni or 
W arschauer. 
ICT may have improved efficiency in certain respects, but its function is 
critically debated by many researchers. In terms of teachers' ICT knowledge and 
skills, Carnoy (2004) points out that teachers lack skills such as the use of 
software for data analysis. The lack of relevant ICT knowledge and skills is 
consistent with the findings of a project in Egyptian schools and universities 
(Warschauer, 2002), where it was demonstrated that even though there was a 
reasonable amount of computer equipment in these schools. teachers had little 
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knowledge of how to use it for instruction and other professional purposes. The 
general lack of computer skills was also one of the largest obstacles which 
hindered the spread of ICT -based learning in schools (ibid). 
Since ICT has been widely adopted in language learning, Fotos & Browne (2004) 
advocate that ICTLE expertise for teachers includes both practical skills such as 
being able to design, implement. and evaluate ICTLE activities in their 
classrooms and a thorough understanding of IT theory. Fotos & Browne also 
recommend that teachers should know how to set up and operate a multimedia 
language laboratory. In addition, teachers should be familiar with ICT-related 
options not only within the classroom, but also 'at the institutional leveL and 
even at the broader level of inter-institutional collaboration' (Fotos & Browne, 
2004, p.3). Chapelle & Hegelheimer (2004) emphasise that all language teachers 
need to know how to use the Web as a resource for current authentic language 
materials in written, audio, and visual media formats. However, because it is 
difficult for teachers to create materials by themselves, as O'Connor & Gatton 
(2004) note, it is essential to the success of any ICTLE project that they choose 
the right courseware. Since materials available on the Web vary dramatically in 
quality, language teachers should be very critical in deciding which sources to 
trust and which Web sites to choose for students. This requires ability to assess 
the quality, usefulness, and appropriateness of Web materials. Hence, evaluating 
a large amount of information on the Web is a skill teachers need to possess 
(Chapelle & Hegelheimer, 2004). 
Another key skill language teachers should grasp is how to train students to 
make use of an ICT-integrated learning context. Hubbard (2004) points out two 
general areas of learner training that have obvious relevance to ICTLE: learner 
strategy training and learner autonomy. He argues that learner training is 
essential for effective use of ICT, and therefore that teaching learners how to 
learn through technology should be a central part of teacher education. 
Hubbard's statement about learner training is further supported by other 
researchers. Chapelle & Hegelheimer (2004) add that teachers need the 
knowledge about how students learn with technology while working on 
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language-learning tasks. Furthermore, developing and carrying out such learning 
tasks require the teacher to hold a view of communicative competence. If, in 
pursuit of this goal of communicative competence, teachers decide to use C!\1C 
(computer-mediated communication), they need to know how to use 
communication tools such as chat rooms, bulletin boards, e-mail, and electronic 
mailing lists. In addition, teachers need to have an understanding of the types of 
tasks that may help learners to grasp the target cultural concepts. 
In reference to China, Lai (2002) suggests four instructional technologies which 
EFL teachers should master in order to apply ICT effectively in their teaching: 
designing instructional courseware, Internet searching skills, full use of email 
for communication with students and creation of a teaching website. The 
following table lists the forms of leT knowledge and skills which the writers 
discussed above feel that teachers should possess. 
Table 2.3 Summary of ICT knowledge and skills recommended by writers 
Writers 
Lai (2002) 
Warschauer 
(2002) 
Zhang & Yang 
(2002) 
Chapelle & 
Hegelheimer 
(2004) 
Drenoyianni 
(2004) 
Fotos & Browne 
(2004) 
Hubbard (2004) 
ICT knowledge & skills recommended 
Instructional technologies: designing instructional 
courseware, Internet searching skills, full use of email for 
communication with students and creation of a teaching 
website 
New electronic literacy: computer literacy, information 
literacy, multimedia literacy and computer-mediated 
communication literacy 
ICT literacy: basic ICT literacy, applying ICT to teaching, 
ICT and teaching evaluation, ICT and CPD and lifelong 
learning, awareness of ethical and legal issues in the ICT 
context 
How to choose and evaluate materials on the Web; how to 
use communication tools. 
ICT proficiency: collecting and retrieving, organizing and 
managing, interpreting and representing, evaluating and 
creating information 
ICTLE expertise: practical skills (to design. implement and 
evaluate classroom activities); IT theory 
How to train students: learner strategy and learner autonomy. 
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The proposals listed in Table 2.3 show that not matter ICT is used in general or 
in specific field e.g. language education, teachers should apply ICT knowledge 
and skills to promoting teaching and their own development and promoting 
learning on the student's part. 
Decades after the introduction of ICT in education, teachers' ICT ability seems 
to have moved beyond 'beginner' stage. However, the higher requirements such 
as setting up a multimedia language laboratory and building a website seem to 
be impractical for EFL teachers, for many of them have not grasped enough 
basic ICT knowledge and skills to be capable of this. In the study of ICT use at 
an English secondary school (O'Mahony, 2003), teachers complained that more 
sophisticated skills such as presentation, graphics, desktop publishing and web 
publishing were hard for them to grasp. The reasons include a lack of time, a 
lack of training and a lack of ICT resources in the classroom. However, one 
should note that even if the teachers were highly trained in computers and each 
student provided with a computer, teachers' ICT pedagogy might still not be 
good enough to produce significant gains in student achievement (O'Mahony, 
2003). 
leT pedagogy 
As Karagiorgi & Charalambous (2006) state, ICT is used not only as a basic 
operational tool but also as a communication tool, promoting the development 
of creativity, interactivity, cooperative learning, critical thinking and problem-
solving. In other words, just knowing how to use ICT in the classroom is not 
enough. Instead, teachers must become knowledgeable about how ICT can 
support and enhance students' learning in the classroom, how ICT can provide 
more learning opportunities and be another vital learning tool for students. 
Teachers should be self-confident enough to integrate it effectively into their 
classroom. Hence, ICT pedagogy, defined as how to use ICT to promote pupil 
learning (McCamey, 2004), is a key methodology that teachers should grasp. 
The literature shows that teachers are not skilled in applying ICT into their 
practice so as to achieve the improvement of students' learning (Gibson. 2001; 
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Watson, 2001; Bliss & Bliss, 2003; Loveless, 2003a, b; Drenoyianni, 2004; Law 
et aI., 2005; Hu, 2007). For example, in Drenoyianni's study (2004) on 
designing and implementing a project-based ICT course in a teacher education 
setting in Greece, it was found that the problems encountered in ICT education 
are mostly pedagogical rather than technological. Studies in the UK (Webb, 
2002; Webb & Cox, 2004) also indicate that teachers need to improve their ICT 
pedagogical knowledge in ICT -supported teaching. Research evidence from 
classrooms suggests that in most cases, those teachers who use computers in 
their classrooms cannot clearly relate the use of technology to their pedagogic 
strategy for their own subject (Watson, 2001). 
It is important to note that the process of adopting new pedagogy can take a 
considerable time, involving complicated processes of undertaking experiments, 
evaluation, adjustment and re-routinisation (Gu, 2007). Therefore, ICT 
pedagogy is not likely to be adopted by teachers within a short period of time. 
There is no doubt that, apart from teachers, the personnel who influence the 
implementation of ICT in education also include principals, technicians, 
students and other staff in schools. For instance, as discussed by O'Mahony 
(2003) (see Figure 2.5), student IT skills are also regarded as a key factor to 
guarantee ICT effectiveness in schools. Many studies show that students are not 
able to use ICT effectively and ski lfully in their learning (Dwyer & Critchfield, 
1978; Leuhrmann & Peckman, 1984; Carnoy, 2004). However, since the focus 
of this study is on teachers, I will not discuss other student factors further in this 
section. 
To summarise, the literature has shown that there is agreement between 
researchers that ICT implementation in schools is a complex process, involving 
many factors (institutional and personal), but there is still uncertainty concerning 
the extent of each factor's involvement in the implementation of innovation and 
the influence of each factor on the level of innovation 'in different domains of 
the school activity' (Nachmias et al., 2004:305). 
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2.4 Continuing professional development for ICT 
All serious educational reform efforts are bound to fail if the quality of teachers 
is not taken into serious consideration (Hargreaves & FulIan, 1998). With regard 
to continuous change in technologies, teachers need to keep up with 
developments in order to make selective use of ICT which they feel will benefit 
themselves and learners. However, the willingness and ability of teachers to 
integrate ICT into their teaching is largely dependent on the professional 
development they receive (Watson, 2001; Hu, 2007). Professional development 
helps teachers learn new roles and teaching strategies that will improve student 
achievement. Therefore, teacher professional development is a key factor in a 
successful innovation. 
Carnoy (2004) argues that the role of ICT in education can be analysed in terms 
of changes in the management of the educational sector associated with ICT, 
changes in the work process, and changes in the training of educational 
personnel and of students associated with ICT. Since the focus of this study is 
ICT-related teacher professional development, this section will only consider the 
role of ICT in terms of changes in teacher development; elements of CPO, 
models of CPO and language teachers' CPO for ICT will then be discussed. 
2.4.1 The role ofICT in teacher development 
Davis (1999) proposes three interacting principles underpinning ICT in teacher 
education: pedagogic considerations, technical considerations and networking 
and collaboration considerations. These are further illustrated in lung's (2005) 
study, which analyses a variety of approaches to ICT use in teacher training 
worldwide into a four-cell matrix (see Figure 2.10). 
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Learning 
HOW to 
use ICT 
ICT use as main 
content focus 
ICT use as part 
of content or 
methods 
Core technology 
ICT use as core 
delivery 
technology 
1 3 
2 4 
ICT as facilitating 
Complementary 
technology 
or networking 
technology 
Figure 2.10 Categories of ICT in teacher training (Jung, 2005:95) 
Learning 
via leT 
For instance, teachers can be trained to learn how to use these new technologies 
in their teaching (Categories 1 & 2) and they can be trained via ICT (Categories 
3 & 4); in other words, ICT can be used as a core (Categories 1 & 3) or 
complementary focus or delivery method (Categories 2 & 4). In Category 1, 
teachers are trained in how to use ICT in the classroom; and this reflects that 
historical fact that ICT knowledge and skills has been the main content of 
training courses. Most of the early ICT teacher training programmes in the 
1990's focused on Category L the emphasis being on basic technical skills used 
in the classroom (Jung, 2005). In Category 2, the focus of which is on the 
development of ICT -pedagogy integration skills, ICT is a part of training 
content and also one means of delivering training. An example of Category 2 
can be found in a case study of ICT -pedagogy integration in training K-12 
teachers in USA, in which teachers learned how to use ICT in their classrooms 
by actually being engaged in the process of ICT -integrated training. In Category 
3. leT is used as the major way of providing the learning experience of teacher 
training and digital technology has become the core delivery technology. The 
content of this approach does not necessarily focus on ICT skills but rather 
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covers a variety of ICT applications. In Category 4, ICT, particularly Internet 
and Web-based communication technologies, are used to support teachers' on-
going professional development and networking. 
It seems that European ICT training models for language teachers tend to 
correspond to three of Jung's categories for ICT in teacher training: ICT as part 
of content, ICT as core delivery and method and ICT as facilitating or 
networking technology (Peng & He, 2007). For instance, the Institute of 
Education, University of London offers a campus-based MA TESOL 
programme in technology and language teaching and learning (lOE London. 
n.d.), focusing on learning about ICT (learning how to use ICT). In Pemberton's 
(2009) study on a three-year MA TESOL microteaching project, online peer 
discussion of video-recorded teaching was used to support teacher development. 
In Australia, both learning about and with ICT were revealed as diversified 
approaches adopted to prepare and support beginning and experienced teachers 
to introduce and manage ICT in classroom learning activities (Pearson, 2003). 
The author predicts that increasing emphasis is likely to be placed on learning 
with ICT in future. 
Although the importance of integrating ICT in education and teacher 
training/development seems to be increasingly recognised by governments and 
teacher training institutions throughout the world, and various ICT -integrated 
training environments have been created in many cases, research suggests that 
ICT is still used as the main content focus of teacher training (Potter & Mellar, 
2000; Knezek & Christensen, 2002; McCarney, 2004). The reasons might be the 
limited ICT skills of teachers and limited resources in many nations. However, 
increasing emphasis is likely to be placed on learning with/via ICT. for ICT is 
expected to play a much greater role in course delivery, assessment. and 
communication in the future (Pearson, 2003). How to guarantee the 
effectiveness of language teacher development via ICT thus needs careful 
consideration. 
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In China, policy-makers recognise the potential of ICT for educational 
instruction and interaction as well as a means of supporting teachers' 
professional development. International cooperation is also increasingly popular. 
a recent example being the eChina-UK project, a Sino-UK collaborative e-
learning initiative involving the MOE in China and the Higher Education 
Funding Council for England (HEFCE) with the aim of improving teacher 
quality via distance learning (including online distance learning) (Forrester et al.. 
2006). 
This large and well funded collaborative project was, In fact, divided into 
several subprojects (Spencer-Oatey, 2007), each of which involved one or more 
UK HE partners and a Chinese HE partner. The project led by the University of 
Manchester with Beijing Normal University (BNU) was aimed at developing e-
learning modules (at master's level) for in-service high school teachers, not 
specifically teachers of English in China. The second, which the University of 
Cambridge and Tsinghua University were involved in, was aimed at developing 
the ability of university teachers who were not teachers of English to deliver 
lectures in English and conference presentations in English. The remaining two 
subprojects, which were concerned to develop materials for TESOL teachers, 
were located at the University of Nottingham. One, in conjunction with Beijing 
Normal University (BNU), aimed to help secondary school teachers to upgrade 
their certificate-level qualification to BA level. The other, with Beijing Foreign 
Studies University (BFSU), focused on university teachers without an MA 
degree) (see http://www.echinauk.org/ for more information). Nowadays many 
such opportunities for teachers' CPO are available worldwide. 
2.4.2 Elements of CPD 
A number of studies have shown that successful innovation projects in teacher 
training/development are likely to have the following characteristics (Karavas-
Doukas. 1998: Williams et at.. 2000; Bliss & Bliss. 2003; Webb et aI., 2005): 
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• training takes into account teachers' existing knowledge and experience; 
• there are opportunities for reflective and collaborative learning; 
• training considers teachers' different needs and provides on-the-spot 
help; 
• teachers are seen as change agents and not merely recipients of change; 
• training projects are systematic, ongoing and long term. 
Following a study of four Tasmanian primary schools in Australia, Webb et al. 
(2005) suggest that professional learning should be situated in the institutions in 
which the participants regularly work; should be closely aligned with the 
development of communities of practice; should focus on the development of 
new practices and/or the improvement of existing practices; and should be 
managed as a collaborative endeavour and as an on-going process rather than as 
an event or series of events. The findings of Williams et al.'s (2000) survey of 
primary and secondary teachers in Scotland supported Webb et al.'s argument in 
that good training turned out to be appropriate to classroom use; and offered 
opportunities to work and share ideas with other teachers. 
When the desirable characteristics mentioned above are not present, problems 
occur (Charalambous & Karagiorgi, 2002; Pan, 2004). Charalambous & 
Karagiorgi (2002) identify several problems encountered in the implementation 
of two ICT in-service education and training (INSET) programmes in Cypriot 
primary schools. For instance, provision of ICT INSET appeared piecemeal, not 
linked to long-term professional growth and not related to classroom practice. A 
gap between the training/education opportunities provided and what teachers 
needed can be found in a number of studies (Potter & Mellar, 2000; 
Charalambous & Karagiorgi, 2002; Knezek & Christensen, 2002; McCarney, 
2004; RTCTIEC, 2005). 
Problems such as these occurring in the implementation of general teacher 
training/education have also been identified in the investigations of EFL teacher 
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development in China. In a survey (Pan, 2004) investigating the relation 
between the everyday teaching and the training provided, of the 88 secondary 
school teachers of English surveyed, the majority said they had little time to 
reflect and were unable to attend conferences or seminars and conduct peer 
observation because of their heavy workload. The findings also indicated that 
the training was still instructor-centred and the trainees were passive receivers. 
The programmes were monotonous and could not meet the teachers' individual 
requirements. In short, there are gaps between EFL teachers' needs and the 
teacher education programmes provided (Pan, 2004; Gao & Li. 2007). This 
argues for careful collection, processing and analysing of information about 
teacher needs before any programme can be conceived, planned and effectively 
managed. 
2.4.2.1 Needs identification and analysis 
The identification of needs is considered crucial to effective teacher professional 
development programmes because of its role in decision-making (Wlodkowski, 
1985, cited in Zhou, 2004). In a case study of a university in East China (Gu, 
2004), a needs-based CALL course for teacher education was designed for both 
MA graduate students and in-service teachers. The most critical needs identified 
were how to use ICT for personal and professional development (e.g. the grasp 
of ICT knowledge and skills to meet the requirements of the growing job market 
or demand for position promotion and improvement of teaching practice). 
Another good example of preliminary needs identification and analysis is an 
Egyptian programme entitled 'Computers in English Language Teaching' 
(Warschauer, 2002). The content of the programme was tied closely to the 
actual needs of teachers as identified through needs analysis. Teachers' needs 
include simple tasks such as the creation and use of e-mail lists for professional 
discussion, the use of office software to develop materials or prepare PPT, the 
use of the Internet for information or creating professional Websites. These two 
examples show the careful consideration of teachers' needs that is required 
before a programme is launched and during the CPO process. 
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The importance of this point IS emphasised by studies which revealed a 
mismatch between the perceived and actual needs of teachers. An example can 
be found in Rhodes & Cox's (1990, cited in Potter & Mellar, 2000) study in UK 
primary schools of short INSET courses. Teachers just learned how to use 
hardware and software while what they wanted was the opportunity to explore 
the integration of the computer into the curriculum. This is consistent with the 
findings of McCamey's survey (2004) in 40 Scottish primary schools on 
effective teacher development for ICT. In his investigation, he found that 
teachers preferred ICT knowledge for pedagogic use (e.g. how to use ICT in the 
classroom; how ICT can support and enhance student learning as a natural part 
of the classroom activities; how ICT can provide more learning opportunities 
and be another vital learning tool for students) while previous staff development 
simply concentrated on technical skills. Similarly, in a 1999-2000 Texas study 
(Knezek & Christensen, 2002), it was also reported that there was a lesser need 
for training in how to use computers and a greater need to be trained in teaching 
techniques and strategies to integrate technology into the curriculum. 
Charalambous & Karagiorgi (2002) found the same problem in the 
implementation of two ICT INSET programmes in Cypriot primary schools, in 
which courses concentrated on the acquisition of skills in relation to hardware 
and software and emphasised technical issues whereas teachers were interested 
in the integration of ICT into their teaching. These studies show that the 
training/development programmes provided for teachers still tend to be in 
category 1 of Figure 2.10 while what teachers perceive as a need is in category 2: 
ICT -pedagogy integration. 
Since teachers vary with regard to ICT background as well as personal and 
professional needs, it follows that ICT-related CPO programmes should be 
flexible enough to meet different needs (Charalambous & Karagiorgi, 2002; Gu, 
2004). It has also been noted that staff at different points in their careers have 
ditl'erent professional development needs (Huston & Weaver, 2008). 
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2.4.2.2 Modes of CPD (How?) 
Because ICT is changing and developing so rapidly, mastery of new 
technologies necessitates a capacity for constant innovation and adaptation. The 
delivery of CPD programmes is spread across different modes, from informal 
mentoring to formal courses, from face-to-face to partial or wholly online 
interaction (Harlen & Doubler, 2007). For instance, teachers can gain ICTLE 
skills by taking courses in computer technology, or teaching themselves; their 
students, colleagues, relatives and the World Wide Web can also be used as 
resources (Hansson, 2006). 
Williams (2005) reviews significant events of the last 25 years in schools and 
teacher education in England and looks ahead to the next 25 years. He concludes 
that the centrally-controlled national ITE/CPD system is increasingly 
inappropriate as a means to present what teachers need. Lock (2006) 
summarises the shortcomings of traditional CPD compared to the characteristics 
of innovative teacher development programmes (discussed earlier in 2.4.2): 
• one-shot and one-size-fits-all workshops; 
• use of the transmission model from experts to teachers; 
• failure to address school-specific differences; 
• just-in-case training; 
• system-wide presentations that do not provide sufficient time to 
plan or to learn new strategies to meet the reality of their own 
classrooms. 
(Lock, 2006:665) 
Traditional face-to-face modes in the form of a few hours each week or several 
full days for teachers to learn a particular ICT skill tend to give way to a more 
flexible approach when technology is available. For example, Dede et al. (2005) 
have identified nearly 400 empirical studies of online teacher professional 
development courses in recent years. Widespread access to e-Iearning and 
mobile technologies enables the construction of networks of informal learning. 
Harlen & Doubler (2007) summarise some differences between online and face-
to-face professional development and highlight the advantages of online modes: 
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• The freedom to study when and where convenient, within limits, 
is appreciated by practising teachers. 
• Asynchronous communication gives time for reflection and leads 
to more thoughtful responses. 
• Questioning by both facilitator and participants operates rather 
differently than in face-to-face interaction. 
• The public nature of the communication through the Internet 
accentuates the need for encouragement and support for all types 
of response. 
(Harlen & Doubler, 2007:476) 
The main differences between online and face-to-face CPD are that online 
participants are involved more frequently than on-campus partIcIpants in 
reflecting on their learning and on the process of enquiry (Harlen & Doubler, 
2007). Online participants feel that they are not working alone and appreciate 
the opportunities for collaborative learning. 
However, most teacher CPO programmes in Asia and the Pacific provide 
courses in a face-to-face mode (UNESCO, 2003). It seems that the value of 
face-to-face training is still highly acknowledged in this region. A case study of 
online teacher training in a Chinese university (Wang et aI., 2004) revealed that 
online teacher training consumed huge human and capital investment and the 
training resources could not be used in the long-term. Moreover, the teachers' 
learning environment was still unsatisfactory. This coincides with UNESCO's 
conclusion that 'running online courses can be costly and difficult to manage in 
countries where little experience and skills in this area are still the rule rather 
than the exception' (UNESCO, 2003 :31). 
In fact, there is an increasing tendency for CPD to adopt a blended learning 
approach incorporating online and face-to-face methods (Williams, 2005; 
Harlen & Doubler, 2007). Williams (2005) argues that with the fast 
development of technologies, there might be increasing diversity and flexibility 
in the delivery of CPO. From an online programme for elementary and middle 
school teachers aimed at developing their understanding of science and of 
teaching science, Harlen & Doubler (2007) found that teachers expressed a 
preference for a mixed CPO experience: a combination of online and face-to-
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face courses. For example, the Master of Teaching (MTeach), a model of 
teachers' professional development developed at the Institute of Education , 
University of London, adopts a mixed mode which uses computer-mediated 
communication between participants as its central approach supported by some 
face-to-face interaction (Pickering et aI., 2007). 
In general, the delivery modes of teacher CPD programmes, as for any 
educational programmes, should be appropriate to particular purposes and needs. 
In relation to the development of technical skills at a very basic level, the face to 
face mode might be best because people can get instant help. When resources 
are available, the online mode may be seen as desirable in that it allows greater 
flexibility and encourages autonomous learning. Careful consideration is needed, 
of course, about what should be taught within each mode (within that kind of 
approach) and why and in what sequence (face-to-face component to online). As 
Pelgrum & Law (2003) state, diverse modes of CPD should be prepared to meet 
the diversity of needs. 
2.4.2.3 Contents of CPD (What?) 
As discussed in 2.4.1, previous studies have shown that CPD programmes in 
ICT have tended to concentrate on technical knowledge and skills rather than 
the pedagogic use of ICT (Potter & Mellar, 2000; Knezek & Christensen, 2002; 
McCarney, 2004). Teachers attended courses and learned ICT skills such as 
word processing and web page developing, but these skills were not placed in a 
pedagogic context. It has been argued that the contents of CPD programmes 
should be designed carefully (Zhang & Yang, 2002; Karagiorgi & 
Charalambous, 2006; Kim et aI., 2008). Zhang & Yang (2002) contend that in 
terms of content design of educational ICT training, programmes should be 
based on an integration-oriented model, instead of the technology-oriented 
model. According to a questionnaire survey of College English t ~ a c h e r s ' '
computing competence and their practice in the field of CALL (Ma, 2003). most 
EFL teachers were not able to integrate ICT with language teaching effectively 
and had not received integration-oriented training. In one exception to this 
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general tendency, Karagiorgi & Charalambous (2006) designed ICT training 
programmes for use with Cypriot teachers in pre-primary and primary schools in 
which there was a progression from lung's (2005) Category 1 to Category 2. 
UNESCO (2003:20-23) summarises three main trends in content focus: 
• Basic computer literacy, dealing with hardware and 
software/applications without necessarily being connected to 
teaching and learning; 
• Basic computer literacy in support of teaching and learning 
activities; 
• More advanced levels: contents that integrate the use of ICT and 
pedagogy, including the use of ICT in teaching specific subjects in 
the classroom, the use of the Internet as a pedagogical innovation 
and for collaborative activities, school and classroom management; 
online collaboration and networking. 
The above trends correspond to the four categories of ICT teacher training (lung, 
2005) discussed earlier in 2.4. The first two trends fall in category 1, in which 
basic computer literacy and the use of ICT hardware and software for 
teaching/learning activities are covered. The third trend highlights categories 2, 
3 and 4, namely, ICT and pedagogy integration, online learning environments, 
collaborating online and linking schools with the community. 
In general, it seems that up to now, technologies have ended up being used most 
often in elementary applications (e.g. classroom teaching/learning) and 
professional development programmes are now tending to place more emphasis 
on more advanced levels such as pedagogy-based leT use, the integrated use of 
ICT in curriculum, classroom management, online collaboration and networking 
(UNESCO, 2003; Chapelle & Hegelheimer, 2004; Karagiorgi & Charalambous, 
2006). 
2.4.2.4 CPD tutors/trainers (Who?) 
Who should the tutors/trainers be? In theory, CPO programme tutors/trainers for 
leT may be experienced colleagues, ICT specialists, computer educationists or 
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CALL experts. In fact, most trainers are sourced from outside the organisations 
and are ICT specialists. The poor training identified in Williams et al.'s (2000) 
study includes factors such as poor tutors, inappropriate training pace and too 
much information or jargon. Teachers tend to react negatively to training 
sessions on ICT skills delivered by computer specialists who do not know the 
context in which the teachers work and cannot say anything about how to use 
technology in teaching, whereas subject specialists who have computer expertise 
can do both things. 
Key issues identified in teacher training on ICT use in Asia and the Pacific are 
the lack of tutors who have a pedagogic foundation; the need to build a training 
team that will comprise subject specialists, pedagogy specialists and ICT experts 
to ensure the development of pedagogy-based ICT skills; and the need to 
develop a critical mass of tutors who are skilled in the pedagogy-based 
integrated use of ICT (UNESCO, 2003). Since it is unlikely that a CPO 
programme tutor will be subject specialist, pedagogy specialist and ICT expert 
at the same time, forming a training team with different specialists involved 
might be a sensible strategy. 
As for CALL software programmes, those creating them are often experts in 
computer programming, design or pedagogy, but are seldom experts in all three 
fields (Beatty, 2003). That means one aspect in a finished programme may be 
excellent, while others may be problematical. Beatty (2003) states that the 
development of 'perfect' ICTLE professional software normally involves many 
different people, including materials writers, content editors, graphic designers, 
sound designers, musicians, voice actors, marketers, animators, videographers 
and so on. Hence, the efforts of a single teacher may be disappointing when 
compared with professional products. Assembling a team of experts may be one 
solution to this dilemma in a school context. but we have to admit that even 
within academic institutions, 'this is not always practical and requires both 
resolution and organisational skills' (Beatty, 2003: 157). 
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2.4.2.5 Evaluation of CPD (Why?) 
To ensure the effectiveness of the effort put into CPO, it is recommended that 
evaluation is seen as an ongoing process initiated in the early staaes of 
• t:> 
development and continued beyond completion (Bliss & Bliss, 2003). Fishman 
et al. (2003) have designed an iterative model (see Figure 2.11) and evaluated 
PO by using a combination of teacher reflection, classroom observation and 
ongoing assessment of student performance in the context of a standards-based 
reform in Detroit Public schools. 
Learning 
standards 
Evidence of 
student 
performance 
Continuous 
re-design of 
PD 
Professional 
development 
design 
Evaluation of 
student 
performance 
Evaluation of 
PD 
Observation 
of classroom 
teaching 
Figure 2.11 Iterative model for the evaluation of professional development 
(Fishman et aI., 2003:648) 
As shown in Figure 2.11, this model begins with the education standards, then 
evidence of current student performance (e.g. their classroom behaviours, tests 
arranged before and after PO) is identified. Next, professional development is 
designed to help teachers acquire the knowledge necessary to successfully enact 
the curriculum and improve student performance. Later, PO is evaluated by 
interviewing teachers about their general attitudes towards PD. Classroom 
teaching is observed to look for evidence of teaching behaviours that match 
what was taught in PO programmes and what teachers said they would try to do 
in post-workshop interviews. Finally, student performance is re-assessed. This 
model is iterative because students and curricula change; it is necessary to 
continually refine PO in order to further impro\'e student learning (Fishman et 
aI., 2003). Fishman et al.·s PO model links closely to student performance and 
achievement. Although students are not the primary clients of professional 
development, they are its ultimate beneficiaries. Impact on the classroom and 
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the improvement of student learning practice is the ultimate intended outcome of 
PO (Bliss & Bliss, 2003; Karagiorgi & Charalambous 2006). However. Fishman 
et aI.' s PO model appears not to consider teachers' perceived needs, a crucial 
element in the design of a PO programme, as argued in 2.4.2.1. The revised 
model below shifts the focus from learner standards to teacher standards (in 
relation to ICT) to evaluate teachers' ICT-related CPO (see Figure 2.12). 
lCT Evidence of Needs Professional Evaluation of 
standards f-+ teacher ~ ~ identification f-+ development ~ ~ PO by 
for teachers performance & analysis design interviewing 
t ! 
Continuous Evaluation of Observation of 
re-design of student classroom 
PO performance teaching with ICT 
Figure 2.12 Iterative model for the evaluation of ICT-related CPD 
According to ICT standards for teachers, teachers' performance and their 
workplace needs for ICT are identified and analysed; then a PO programme is 
designed to help teachers acquire ICT knowledge and skills to enhance students' 
learning. Later, PO is evaluated by observing and interviewing teachers. At the 
same time, students' performance is assessed to check if students have benefited 
from CPO and what improvements should be considered from students' 
feedback. Finally, the PO programme is redesigned and improved. The revised 
model for the evaluation of ICT-related CPO gives due emphasis to teachers' 
needs. At the same time. students' performance serves as a form of 
supplementary feedback and provides evidence for continuous redesign of the 
PO programme. In this way, PO is continuously refined. 
2.4.2.6 Other issues 
Other issues, such as the location and duration of CPO programmes, also merit 
consideration. Stager (1995, cited in Mumtaz, 2000:332) highlights the 
importance of both on-site (use of familiar computers/software) and otT-site 
(reduction of school pressures) professional development. McCarney's survey 
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(2004) of teachers' perceptions of effective models of staff development in leT 
found that teachers valued longer and in-depth courses which provide direct 
contact with a tutor and felt that courses outside the school are more beneficial 
provided that they do not take place in their own time. Cox et al. (I 999b. cited in 
McCarney, 2004) also indicate that longer in-service courses were seen as more 
effective compared to short one-day courses, which failed to provide sufficient 
opportunity for breadth and depth of study. However, in two studies on teachers' 
training background and needs in Cyprus, the findings were rather different. 
Charalambous & Karagiorgi (2002) found that teachers preferred ICT INSET 
courses to be offered during working hours and be school-based. After-school 
sessions were not popular. This is echoed in Karagiorgi & Charalambous's 
argument (2006) that CPD is more effective when it is school-based and 
embedded in teachers' everyday work. Although there are some exceptions to 
this, in China, schools are seen as the prime site for offering relevant 
professional learning activities to teachers (Mo, 2007; Wong & Tsui, 2007; 
Zhang, 2007). In a case study exploring an effective approach to College 
English teacher professional development in China (Zhang, 2007), school-based 
CPO involving self-reflection and collaboration within groups and with 
professional researchers proved to be most effective compared to out-of-school 
training programmes. This is also echoed in Zhang & Yang's (2002) 
recommendation for school-based training with a combination of reflective and 
participant practice. 
The discussion above highlights the need to rethink the design of CPD 
programmes in terms of modes, contents, tutors and evaluate the effectiveness of 
any new approaches adopted. 
To sum up, teacher development must occupy the centre stage of any reform 
effort. In-service teacher development should occur not only before 
implementation, but. importantly, during the implementation process. It is only 
when teachers become skilled and confident in using a new idea/technology that 
a sense of ownership of the new idea/technology develops (Karavas-Ooukas, 
1998). Professional development programmes must educate teachers and help 
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them 'become adept at knowing when to seek change aggressively and when to 
back off (Fullan & Hargreaves, 1992:23). Since the ultimate aim of teacher 
development is to develop teachers' capacities to deal with change, teacher PD 
programmes should be available, coherent, efficient and diversified to meet 
different needs. It is only through ongoing and systematic teacher development 
that we can make teachers 'agents of change rather than victims of if (Karavas-
Doukas, 1998:50) and motivate them to actively experiment and improve their 
teaching practices and their students' learning. 
2.4.3 Models for CPD 
A number of different approaches or models for teacher development have been 
proposed, among which the experiential learning model, the reflective learning 
model, collaborative learning and situated learning are popular and are thought 
to be effective. 
2.4.3.1 Experiential learning 
Fullan (1991) argues that the challenge of reform for teachers can be explained 
in the following terms: 'learning a new skill and entertaining new conceptions 
creates doubts and feelings of awkwardness or incompetence' (p.46). An 
understanding of the teachers' learning experience in the implementation 
process is a crucial factor for the success of a reform (Ng & Tang, 1997). 
The notion of an experiential learning cycle was proposed by Kolb (1984). This 
describes a cyclical process of learning from 'Concrete Experience' through 
. Reflection' (Reflective Observation) and . Abstract Conceptual isation' to 
· Action' (Active Experimentation) and on to further Experience (see Figure 
2.13). 
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Figure 2.13 Experiential learning cycle (Kolb, 1984:42) 
The experiential learning model, according to Atherton (2002), provides one of 
the most useful descriptive models of the adult learning process available. It 
incorporates a theory of experiential development as well as a theory of 
experiential learning. The most direct application of this model is to use it to 
ensure that teaching and tutoring activities give full value to each stage of the 
process. This may mean that for the tutor or mentor, a major task is to 'chase' 
the learner round the cycle, asking questions which encourage Reflection, 
Conceptualisation, and ways of testing the ideas (Smith, 1996). 
The model has received some criticism. Rogers, for example, points out that 
'learning includes goals, purposes, intentions, choice and decision-making, and 
it is not at all clear where these elements fit into the learning cycle' (Rogers, 
1996: 108). These can, of course, form part of the planning associated with 
experimentation. It is also criticised for a failure to pay sufficient attention to the 
process of reflection. Miettinen (2000) argues that Kolb's experience and 
reflection occur in isolation while individuals need to interact with other humans 
and the environment in order to enhance the reasoning and conclusions drawn. 
However. it depends on how reflective observation is interpreted. Kolb (1984) 
himself admits that the model only puts emphasis on learning within the 
individual learner. not in relation to others. 
The notion of 'experiential learning' can of course be applied to difTerent kinds 
of learning through experience and the term is often used to refer to staff 
79 
training, education or development involving a structured learning sequence 
which is guided by a cyclical model or which is simply based on a (shared) 
experience from which implications for practice are drawn which mayor not be 
related by the facilitator to a theoretical framework (i.e. not all parts of Kolb's 
cycle are present, though active experimentation is the intended outcome) . 
2.4.3.2 Reflective learning 
Although earlier writers such as Dewey (1933) drew attention to the importance 
of reflection, Schon (1983) has had a particular influence on our understanding 
of the theory and practice of learning by reflection through his distinction 
between 'reflection-in-action' and 'reflection-on-action' (Schon, 1983, 1987). 
Schon (1987) defines 'reflection-in-action' as 'happening where we may reflect 
in the midst of action without interrupting it. Our thinking serves to reshape 
what we are doing while we are doing it' and 'reflection-on-action' as thinking 
back on what we have done in order to discover how our knowing in action may 
have contributed to an unexpected outcome (p.26).The former represents the 
ways in which professionals interact with practical problems as they test out and 
modify their solutions within the specific contexts in which they work. The 
latter focuses on retrospective critical thinking, to construct and reconstruct 
events in order to develop oneself as a practitioner and person. 
The concept of reflection was later developed and applied by Wallace (1991) to 
language teacher education. As we see in Figure 2.14, below, the model is based 
on two sources of knowledge: received knowledge and experiential knowledge. 
Received knowledge consists of facts, data and theories from traditional 
academic sources; in the case of language education, it refers to certain concepts 
from the science of linguistics that language teachers are familiar with (Wallace, 
1991). Experiential knowledge relates to the knowledge of professional action 
(practical experience). which we can only reveal in the way we carry out tasks 
and approach problems (from the practitioner's own reflections and experience). 
Through integrating these two sources of knowledge, reflecting on them and 
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generating new knowledge from them in the course of a reflective cycle course 
participants develop their professional competence. 
Trainee's 
existing 
conceptual 
schemata 
or mental 
constructs 
Received 
Knowledge 
Previous 
experiential 
knowledge 
L 
Practice 
Stage 2 
Reflection r-. Professional 
competenCE ---+ 
GOAL Stage 1 
(Pre-training) (Professional education/development) 
Figure 2.14 Reflective model (Wallace, 1991 :49) 
In this model, the process of professional development involves two stages: 
Stage one is the pre-training stage, in which participants decide to undertake a 
training course or PD. Participants will bring their existing experience and 
knowledge to the course or PO activities. At the stage of professional 
development/education (stage two), participants will integrate two sources of 
knowledge (their existing knowledge acquired through experience of learning 
and teaching and that acquired during the course) and put these into practice. 
Wallace (1991) shows how the reflective approach can be applied in foreign 
language teacher training. In this model, in-service teachers evaluate inputs in 
terms of their knowledge of their own context and beliefs about teaching-
learning and decide to change their teaching or not. Wallace's cyclical model 
involving practice after reflection and reflection after practice is valuable for 
professional development· however, for it to work well, 'improving the quality 
of reflection in professional education and development must be a major aim ' 
(Wallace 1991 :54). 
2.4.3.3 Cooperative / collaborative learning 
Underlying the concepts of cooperative and collaborative learning is the belief 
that the individual benefits by working with others, but the difference between 
these two concepts is complex. Some scholars use them interchangeably while 
others make a distinction based on the relationship between the individual and 
the group. For instance, 'cooperation' is distinguished from 'collaboration' in 
that cooperative work 'is accomplished by the division of labour among 
participants, as an activity where each person is responsible for a portion of the 
problem solving', whereas collaboration involves 'the mutual engagement of 
participants in a coordinated effort to solve the problem together' (Roschelle & 
Teasley, 1995:70). Nicholls (1997) offers a concrete example which makes the 
same distinction: in a cooperative situation, teachers share resources and swap 
lessons plans, but do not explore problems at a deeper level; in a collaborative 
situation, teachers work together to solve a problem by discussing and exploring 
possible solutions. Collaborative professional learning has been described as a 
'growth in practice' model of PD that acknowledges teaching as an intellectual 
endeavour and as an outcome of teachers learning together (Lieberman & Miller, 
1999). 
Collaboration seems to put more weight on solving problems together and the 
concept has been widely used in educational research (Anderson et aI., 1995; 
Kaye, 1995; O'Malley, 1995; Roschelle & Teasley, 1995; Dillenbourg, 1996; 
Miyake, 2007), particularly in teacher education (Head & Taylor, 1997; 
Cordingley et aI., 2003; Cordingley et aI., 2005; Webb et aI., 2005; Chambers & 
Bax, 2006; Harlen & Doubler, 2007; Chen, 2008). For example, on the basis of 
'action research' pilot projects focusing on the provision of professional 
learning to support the use of ICT in teaching and learning in four Tasmanian 
primary schools in Australia, Webb et al. (2005) report that there are significant 
advantages such as increased effectiveness and considerable cost savings when 
professional learning is undertaken as a collaborative activity and when teaching 
colleagues focus on specific class practices. 
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2.4.3.4 Situated learning & Communities of Practice 
The situated learning model has been proposed by Lave & Wenger (1991). 
Rather than looking to learning as the acquisition of certain forms of knowledge, 
they see it as resulting from social relationships - or situations of co-
participation - and specifically from a process of engagement in what they call 
'a community of practice': 
Learners inevitably participate in communities of practitioners and ... 
the mastery of knowledge and skill requires newcomers to move 
toward full participation in the sociocultural practices of a 
community. "Legitimate peripheral participation' provides a way to 
speak about the relations between newcomers and old-timers, and 
about activities, identities, artefacts, and communities of knowledge 
and practice. A person's intentions to learn are engaged and the 
meaning of learning is configured through the process of becoming a 
full participant in a sociocultural practice. This social process, 
includes, indeed it subsumes, the learning of knowledgeable skills. 
(Lave & Wenger 1991: 29) 
Lave & Wenger's situated learning developed an idea that learning is a process 
of participation in communities of practice (CoP), which are defined by Wenger 
(2006) as 'groups of people who share a concern or a passion for something they 
do and learn how to do it better as they interact regularly'. Wenger et al. (2002) 
argue that 'communities of practice are the basic building blocks of a social 
learning system because they are the social "containers" of the competences that 
make up such a system' (p.225). They are different from other communities. For 
instance, they focus on a domain of shared interest; interact by engaging in joint 
activities and discussions and develop a shared collection of experiences, 
practices and ways of solving problems. In such communities of practice, not 
only the technical acquisition of skills required by a specific practice is 
addressed, but also the informal and social aspects of creating and sharing 
knowledge is emphasised (Gray, 2004). 
CoP has become an important focus within organisational development and has 
considerable value when thinking about working within groups (Smith, 2009). 
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This concept has found a number of practical applications In business, 
organisational design, government, education, professional associations, 
development projects, and civic life. In education, it was first applied in teacher 
training and in providing isolated administrators with access to colleagues 
(Wenger, 2006). 
Currently, there is a wave of interest in these peer-to-peer professional-
development activities and CoP have become a major theme of professional 
development and been adopted in much research and practice (Schlager et aI., 
2002; Gray, 2004; Schlager & Fusco, 2004; Guldberg & Pilkington, 2006; 
Kazmer, 2007; Roberts & Lund, 2007; Stuckey & Barab, 2007). For instance, in 
a study of the experiences of coordinators of Alberta Community Adult 
Learning Councils in Canada, an online community of practice was designed to 
support informal workplace learning (Gray, 2004). In the community, 
newcomers were oriented into the skills and culture of the practice and 
experienced practitioners gained new insights into their own professional 
identities and the meaning of their work. In addition, interactions in the 
community helped learners to reconstruct the identity of collective community 
and stimulate motivations to build social and professional connection to 
colleagues. Situated learning and CoP have also been applied extensively in the 
field of e-Iearning (Kazmer, 2007). In order to examine a networked training 
course for non-traditional university students, Guldberg & Pilkington (2006) 
adopted CoP as a theoretical framework and found that the students in the e-
leaming course helped each other align the norms and practices of their 
individual workplaces with the e-Iearning community. 
Arguments are raised at the same time that CoP 'lack the acknowledgement 
within social constructivist circles of the possibility that knowledge may be 
constructed without a relational context' (Roberts & Lund, 2007:489). In other 
words. they do not acknowledge the fact that knowledge can be developed by 
the individual without interacting with others (e.g. self-directed autonomous 
learning). Other doubts include the fact that CoP may be weak. or may "exhibit 
power relationships that seriously inhibit entry and participation' (Smith. 2009). 
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Experiential learning, reflective learning, collaborative learning and situated 
learning are widely adopted models for learning and teacher PD because they 
recognise the value of experience, reflection, collaboration and exchanges 
within communities during the learning process. Unfortunately, these models are 
not a panacea to be used in all contexts for they only focus on the internal 
changes either within individual teachers or specific communities without 
consideration of external issues, such as whether there are enough resources for 
a certain scale of PD programme. Where there are issues of scale, the cascade 
model, which focuses much more on how large numbers of teachers can be 
trained, may be relevant. 
2.4.3.5 The cascade model 
Training programmes are normally designed to reach all possible trainees or a 
focused group of trainees (Zhang & Yang, 2002). However. time and cost 
factors mean that it is not easy to train a large number of teachers to grasp 
required skills. Where numbers are large and resources for an educational 
change are limited, the cascade model of training, in which those who are 
trained go on to train others, is attractive (Gilpin, 1997). Compared with other 
training models. the cascade model is more economical for' it does not require 
long periods out of service and it uses existing teaching staff as co-trainers' 
(Gilpin, 1997: 185). However, as trainee becomes trainer, the effectiveness of the 
training may be gradually diluted (Gilpin, 1997; Kadepurkar, 1997; Lamie, 
2005). Gilpin (1997: 189-191) lists some basic criteria to guarantee the effect of 
the cascade: 
• The change itself must be seen as theoretically sound even by 
those who resist it; 
• Attention must be paid to continuation; 
• Co-trainers' efforts must be supported, not only by providing 
workshops. but by providing materials for teaching and training; 
• The materials must be ready when the implementation process 
begins: 
• The methodology employed in the cascade must be developed 
consultatively from the top tier down: 
• The selection of participants for the top tier should be informed by 
geographical criteria; 
• External support has to be wisely used; 
• A cascade should be organised along the speed continuum, with 
the minimum of time lost between the successive tiers. 
It is also stated that for cascade training to be effective, it must be supported by 
• detailed trainer's materials 
• lesson plans 
• training resources 
• central monitoring 
• the trainers at each level must receive on-going professional 
development. 
(The World Bank, n.d.) 
For the World Bank the advantages of cascade training are that it 
• is flexible 
• is participatory 
• is field based 
• can train large numbers in a relatively short period, 
• makes only moderate demands on professional training resources 
• is cost effective 
• empowering 
• builds capacity at each level 
(ibid) 
The cascade system has been adopted in a number of different countries, among 
them India, Thailand, Malaysia, Japan, Vietnam and China (Gilpin, 1997; 
Kadepurkar. 1997; Zhang & Yang, 2002; Lamie, 2005; Wedell. 2005; Hamano, 
2008). In a case study of an English language development project in 
Maharashtra, India (Kadepurkar, 1997). given the size of the population. it was 
physically impossible for training programmes to reach all 50.000 teachers 
directly. Therefore, a cascade model was adopted in two stages. The 220 
trainees at Stage one were experienced teachers with at least five years' teaching 
experience. coming from all the geographical districts in India. At the second 
stage, the trainees from Stage one became trainers and conducted three-day 
training programmes with a total of 8,000 teachers within their own districts. 
Considering the possibility of the 'diluted' effect, direct support to teachers was 
provided in this study through course books and manuals (Kadepurkar, 1997). 
However, there are a certain number of problems which are known to exist in 
this model. The documented problems stated by the World Bank are: 
• Concepts at the top of the cascade do not meet the needs of teachers 
at grassroots level 
• Dilution of the initial training so that the recipient receives scant 
benefit 
• Quality of teaching at grassroots level unable to achieve the 
objectives of the programme 
• Success dependent on quality of the trainers 
(The World Bank, n.d.) 
Dilution is a frequently mentioned problem. Although trainers from the upper 
tiers of the cascade supervise the lower tiers, supervision may be slight at the 
lowest level and this is seen to be one of the weaknesses of the model (Smith, 
1962, cited in Gilpin, 1997). When the model was adopted in the English 
resource and instruction centres in Thailand, the co-trainers had no previous 
experience as trainers; they therefore used what experience they had as trainees 
from a previous training programme. The effect of training was diluted. With 
regard to this disadvantage, it is suggested that cascade models of teacher 
development would be more effective 'if coupled with increased collaborative 
support from teachers within the same school' (Pelgrum & Law, 2003:68), i.e., 
if more than one teacher from the same institution is trained to provide training 
to other teachers within that institution. 
As discussed above, the cascade model has many potential advantages for the 
rapid implementation of change on a large scale. However, it carries more risks 
of failure than conventional methods of in-service training because of the 
possible dilution of the content. Without the support of other phases of the 
change (e.g. planning, implementation and continuation stage), sustainability is 
unlikely to be achieved. Gilpin (1997) insists that local on-going support and the 
provision of ckar materials for use in the continuation phase are essential. 
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2.4.4 ICT -related CPD for language teachers 
As discussed above, the arguments for CPO for JCT apply to teachers of all 
sUbjects. English education is not an exception. As discussed earlier (see 2.3.1.1 
& 2.3.2.2), with the introduction of JCT in language education, language 
teachers faced challenges in how to use ICT effectively in their practice. Figure 
2.15, below, shows how lung's (2005) four categories, which have been 
discussed in great detail in 2.4.1, can be adapted for language teacher CPO. 
Learning 
HOW to 
use ICT 
Basic ICT skills 
for language 
classroom use 
ICT pedagogy in 
language 
education 
Core technology 
Internet -based 
language teacher 
development 
1 3 
2 4 
E-communities 
for CPO and 
networking 
Complementary 
technology 
Learning 
via leT 
Figure 2.15 ICT categories in language teacher CPD (adapted from Jung, 
2005) 
In category I, language teachers need to acquire basic ICT skills (e.g. word 
processing, PowerPoint, Internet literacy and other technical skills); learn design 
and development skills (e.g. the design and development of computer-based 
instructional materials); learn to select appropriate ICT tools and support 
students in the use of those tools for language learning; and learn to use ICT to 
develop new methods so as to promote students' language learning activities. 
Teachers also need to know how to use ICT resources to help students perform 
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real-life tasks on the Internet and solve real-life problems in a community of 
peers (Warschauer, 2004). Category I emphasises the development of basic ICT 
skills for language classroom use. 
As Levy states (1997), the computer mainly serves as tutor or tool in language 
learning. When the computer serves as tutor, the teacher may 'have a minimal 
role or (be) excluded' (p.197). However, Fotos & Browne (2004) argue that 
technology will not totally replace the role of teachers; those teachers who do 
not use technology will simply be replaced by those who do. When the 
computer serves as a tool, many more demands are made on the teacher (Levy, 
1997). Teachers should help the learner to determine whether the use of ICT is 
appropriate and how to make the best use of it. For instance, teachers must show 
students how to use the Web as a tool for learning the L2; they must become a 
researcher who explores the Web for resources and a 'framer' who establishes a 
frame through which the students can enter the Web (Taylor & Gitsaki, 2004). 
In addition, teachers may also be involved in assisting students as they work at 
the computer or be designers in designing tasks. At the same time, teachers are 
required to be capable of predicting the unexpected difficulties that occur in 
language teaching and knowing how to solve less complicated technical 
problems. It is also helpful for them to be familiar with computer set-up, 
software installation, and language laboratory management. Hence, it is 
suggested that teachers should be educated in basic ICT knowledge and skills 
such as computer set-up and maintenance, awareness of software applications 
for language-learning research, and be actively involved in the decision-making 
process concerning the language lab (Chapelle & Hegelheimer, 2004). However, 
there is a need to distinguish essential ICT skills that language teachers should 
grasp from merely desirable technical skills. Whether relevant support is 
available should also be taken into consideration. 
Category 2 focuses on the development of language teachers' ICT-pedagogy 
integration skills, such as strategies and techniques of lesson planning, 
curriculum. classroom management and assessment. The opportunities afforded 
language teachers by technology require a better understanding of the principles 
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of language teaching integrated with ICT and a broader set of ICT skills in their 
teaching practices than ever. In category 2, teachers learn to be knowledgeable 
about ICT pedagogical issues such as developing collaborative materials (e.g. 
courseware design), managing students' autonomous learning and evaluating 
students' performance. In addition, language teachers need to be prepared to: 
• use classroom CALL and put part or all of their course online, 
• evaluate CALL materials and Web sites, 
• participate in institution-wide CALL projects, 
• use or administer multimedia language laboratories 
(Fotos & Browne, 2004: 11) 
The need has never been greater for teachers with technological skills In 
integrating ICT fully in language education, who understand the capabilities and 
limitations of technology in teaching and can take responsibility for critically 
examining the options and implications of ICT (Chapelle & Hegelheimer, 2004). 
In category 3, the Internet is used as core delivery means for language teacher 
development through, for example, ICT -based individual learning, on-line 
instruction by experts and self-reflection review (Pan, 2004). Course facilitators 
can make full use of the Internet and give support and help teachers have 
positive experiences with ICT and integrate it into their own teaching (Freeman, 
1997, cited in lung, 2005). ICT-integrated pedagogy is also adopted in an online 
learning environment. In this way, teachers can be trained as online course 
instructors and course developers via the Internet. Internet-based teacher 
training has provided a flexible and interactive training environment for teachers. 
Currently, many online CPD opportunities for language teachers exist (Chapelle, 
2003; Zhao, 2007), but the most effective online training pedagogies for ICT 
needs careful consideration. 
In category 4, ICT is used to support teachers' on-going professional 
development via e-communities and networking. The Internet can connect 
teachers to other communities and enable them to interact with expert groups. 
Interactive exchange with synchronous ICT, virtual situational learning, and 
cooperative learning with asynchronous ICT are highlighted (Pan, 2004). 
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Collaboration and information sharing among language teachers is encouraged. 
This approach to CPD focuses on three key themes: shared practice (i.e. more 
than just an exchange of practice, one that leads proactively into changes in 
practice); collaborative CPD, 'which draws on the strengths of learning 
networks that are most effective when they are classroom-focused'; and 
scholarly reflection on practice, which regards 'the fusion of theory and practice 
as being what teaching is about' (Pickering et aI., 2007:5-6). 
As illustrated in Figure 2.15 above, the role of ICT has changed extensively and 
the functions of ICT can be explored further in language teacher development. 
With the new technologies, teachers are moving away from individual autonomy 
and isolation to new networks of collaboration, peer coaching, teamwork and 
mentoring (Hargreaves, 1994). This is because 'powerful, significant and long-
lasting professional development happens when teachers engage together to 
solve real problems and make new meanings for application in real classrooms' 
(Johns-Shepherd & Gowing, 2007: 117). Evidence for the truth of this in relation 
to PD for language teachers can be found in studies by Hall et al. (2007), Brown 
(2009), Davies (2009) and Sheehan (2009). 
2.5 Conclusion 
2.5.1 Review 
This chapter began by revlewmg theories relating to educational 
innovation/change. It then considered the implementation of ICT in education in 
terms of its impact and specific practices in language teaching and learning. 
Since the introduction of ICT in education involves change in all participants, it 
is important to identify factors influencing the implementation of a large-scale 
reform and research on these factors was described. This was followed by the 
discussion of continuing professional development for ICT in terms of the role 
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of ICT in PD, ICT-related CPD for language teachers and models of CPD. 
Finally, the conceptual framework for this research was presented. 
As the literature testifies, a diversity of factors influences the implementation of 
an innovation. However, teachers' professional development is critical and is 
one of the premises of a successful reform. With this in mind, teacher needs for 
CPD should be identified and analysed before a CPD programme is designed 
and put into use. Other issues such as modes of CPD delivery, programme 
content, tutors and the evaluation of CPD also need careful consideration. 
Four limitations can be identified in the studies reviewed in this chapter. First, 
research on ICT -related teacher CPD in higher education is still limited. The 
majority of published studies were conducted in primary or secondary schools. 
Second, most studies reported in the literature have focused on teachers in 
general rather than language teachers (Tsui et aI., 1996; Lang, 2000; Williams, 
2000; Potter & Mellar, 2000; Charalambous & Karagiorgi, 2002; Bliss & Bliss, 
2003; Niemi, 2003; Pearson, 2003; McCarney, 2004; Williams, 2005; 
Karagiorgi & Charalambous, 2006). Third, among those studies on language 
teachers at tertiary level, focuses were on the training programme or CPD 
project itself, such as the design or practices of the programmes (e.g. 
Warschauer, 2002, 2004; Forrester et aI., 2006; Spencer-Oatey, 2007), but few 
studies to date have examined a large-scale reform/innovation and investigated 
the external and internal factors which affected the effective provision of ICT-
related CPD for EFL teachers. Fourth, the subjects of most studies are teachers, 
students and management; very few studies involve IT coordinators or 
technicians (Nachmias et aI., 2004), and no studies involving the full range of 
personnel (teachers, students, management staff and IT coordinators and 
technicians) were found. 
In China, there have been a few studies on this topic in tertiary institutions but 
these universities are located in large cities such as Beijing and Shanghai or 
developed areas such as East China and South China where leT facilities are 
more commonly available. Although the application of leT in language teaching 
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and learning is widely recorded (Lai, 2002; Ma, 2003; Chen, 2005; Jin et aI., 
2005; Liao, 2005; Meng, 2005; Wang & Zheng, 2005; Feng et aI., 2005; Feng & 
Zheng, 2006; Zhao & Hao, 2006; Zheng, 2006; Wang, 2007a; Wang, 2007b), 
there has been a very limited amount of research focusing on English teachers' 
education, particularly ICT-related CPD (Zhang & Yang, 2002; Wang et at.. 
2004; Forrester et aI., 2006). For instance, a positive relationship has been 
shown between College English teaching using computers and a Network 
environment and the progress of students' self-directed learning (Li, 2007). 
However, further study is needed to provide insights into teacher-learner 
relations, technology implementation, teaching management and teacher CPO in 
such environments. From a methodological perspective, it is also noteworthy 
that although questionnaire surveys, individual interviews, focus groups and 
classroom observation are widely used in Chinese research studies, video 
recording is rarely adopted to supplement traditional classroom observation. 
The above discussion suggests that my study on ICT-based EFL teacher 
professional development in the context of a large-scale reform involving a full 
range of representatives within the reform is of significant importance for the 
implementation of ICT in EL T in higher education in China and elsewhere. 
2.5.2 Conceptual framework 
At the beginning of this chapter (2.2), three theories/models were discussed: 
Rogers' diffusion of innovations (1995), Fullan's new meaning of educational 
change (200 I) and Hall & Hord's CBAM Model (1987). Rogers (1995) and 
Fullan (200 I) argue that educational change or innovation is a compound of 
complex and dynamic p r o c e s s e s ~ ~ in the long journey of change, implementation 
is not only a critical stage but also the essence of change: there are many factors 
influencing implementation. which should be taken into account to stimulate an 
innovation/change and maintain a high rate of adoption. Hall & Hord's CBAM 
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(1987) emphasises individuals' perception and behavioural progress in the 
implementation of an innovation and their reflection on the use of the innovation 
and collaboration with other teachers in the process. It highlights the importance 
of understanding teacher attitudes and skills so that support activities. such as 
staff development, coaching and provision of materials, can be directly related 
to what teachers perceive they need. The three theories/models offer useful 
perspectives for exploring the implementation process of an innovation/change. 
This research started at a time when Chinese College English, a large-scale 
innovation, or a new change in Rogers' and Fullan's terms respectively. was 
taking place nationwide; a key recommendation of this innovation was the 
extended use of ICT. In other words, there should be a shift towards computer-
based and Web-based language teaching and a new emphasis on autonomous 
student learning using ICT. Since my research focused on the implementation of 
the reform, teachers' attitudes towards the reform and their perceived needs for 
ICT -related CPD to meet the requirement of the reform, the three 
theories/models were particularly important in providing theoretical support in 
respect of the design of research methodology and research methods and 
guidance for my data collection and data analysis. Although Rogers' and 
Fullan's theories indicate both external and situational factors influencing the 
implementation, it was not appropriate simply to borrow one of their models 
since my research focuses on the influential factors affecting the implementation 
of a national reform particularly within institutions. Although Hall & Hord's 
concept of SoC and LoU had clear relevance as a powerful framework for the 
design or analysis of self-directed and grouped CPD programmes, in my study it 
was only used to assess and trace innovative progress at the level of individual 
teachers. 
In the light of these arguments and based on Fullan's conceptualization of 
interactive factors affecting implementation (see Figure 2.3), I developed a 
model of factors affecting the implementation of this national reform (see Figure 
2.16). which served as a conceptual framework for my study. 
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-Beliefs & attitudes 
-lCT knowledge & skills 
- lCT pedagogy 
Figure 2.16 Factors affecting ICT implementation in the national College 
English reform 
The perceived Characteristics of a reform are important because they influence 
the receiver's attitude and determine the rate of adoption (Rogers, 1995). I 
borrowed Rogers' five characteristics (relative advantage, compatibility, 
complexity, triability and observability) and used them to check how the 
features of the national College English reform influenced an individual's or 
organisation's decision to adopt (and to what degree to adopt) or reject it. 
Rogers' model predicts that the national reform would be smoothly 
implemented and increasingly diffused if 1) it had an advantage over the 
traditional one; 2) it was compatible with existing English teaching and learning 
practices; 3) its use was not too complicated for teachers and students; 4) it 
could be tried or experimented with on a limited basis before full 
implementation; 5) its benefits could be easily observed. 
According to Fullan (200 I), in addition to the characteristics of change, the 
implementation of a change is also influenced by external factors (see Figure 
2.3). External forces include government departments and agencies. regional 
institutions and other external partners. The purpose of this study was to 
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examine the current situation of the reform in a specific institution and its 
relevant ICT -based CPD policies and practices for EFL teachers. I therefore 
narrowed down Fullan's external factors and only retained the Institutional 
factors since the institutional environment in which a reform takes place is 
critical to its success. Applying Fullan's model, a positive environment would 
be one where policies are linked to incentives and there are rewards when ICT is 
integrated in EL T, where there are sufficient ICT resources and facilities, and 
there is overall support, particularly technical support and relevant CPD 
opportunities. A key feature of the institutional environment would be the 
evaluation and appraisal of ICT -integrated classroom practice and ICT -related 
CPD. 
The third cluster of factors which affect the implementation of innovation in 
Fullan's (2001) 'New meaning of educational change' comprises local 
characteristics. In Fullan's framework, situated forces operate at two different 
levels: at school district and community level, and at school level, through 
principals and teachers. Since the university in my study is felt to be 
representative of similar institutions which are under the administration of the 
central government (the MOE), district and community have little direct 
influence on the University. Principals, however, play an important role in 
determining policies for the implementation (supportive or not) and they are 
considered under institutional factors within my model because they are policy 
makers for their institutions. 
The personal factors such as the characteristics of teachers who will implement 
government and institutional policy: their perceptions of whether there was a 
need for the reform, their role changes in the reform, their general beliefs in, 
attitudes toward and concerns about change, all decide their levels of use of leT 
in their teaching. However. teachers cannot effect real change in this particular 
reform if they do not have enough leT knowledge and skills to carry out leT 
pedagogy in EL T, even if they are eager to change, and ready to change. 
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Figure 2.16 shows the key elements affecting the implementation of this specific 
reform, from the reform itself, the institutional environment in which the reform 
was implemented and the key implementers: teachers. This framework does not 
show the complicated diffusion process of innovation from the initiation stage to 
confirmation stage (e.g. Rogers, 1995) for my focus is on the implementation 
stage of the national reform; nor does it cover as many clusters of factors as 
Fullan (2001) does. For the reasons just given, the regional agencies such as the 
school district, the community and parents have little direct influence on the 
University and the reform itself. My framework highlights three typical strands 
of factors within a reform and helps understand how these factors influence the 
implementation and the possible relationships within each strand. 
The following chapter presents contextual information relevant to the study. 
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Chapter Three 
The Chinese Context: College English 
Reform and EFL Teacher Development 
3.1 Introduction 
Chapter I briefly introduced certain aspects of the Chinese context of particular 
relevance to this thesis. This chapter provides additional background 
information. It begins by outlining the Chinese higher education system, with 
reference to the teaching and learning of English as a foreign language. It then 
provides an overview of the reform of the national College English curriculum. 
Finally, it discusses the professional development of teachers, and particularly 
that of EFL teachers. 
3.2 English teaching & learning in Chinese higher 
education 
3.2.1 Chinese higher education 
From the perspective of the relationship between the Chinese central 
government and HEls, the development of HE in China can be seen to fall into 
three distinct periods: the pre-1985 period, the period between 1985 and 1992. 
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and the post-l 992 period (Zhou, 2004). The characteristic of the pre-1985 period 
was centralisation; in the second period, the first round of structural refonns was 
carried out and the relationship between the government and the HEIs was 
redefined. The post-1992 period was characterised by 'further decentralisation 
of the management of HE, the diversification of financial responsibilities and a 
dramatic system expansion in the form of widening participation' (Zhou, 
2004:24). 
In general, Chinese HE expanded enonnously following the Cultural Revolution 
(1966-1976). The number of institutions rose from 392 in 1977 to 1,908 in 2007 
(MOE, 2008). Over the past two decades, particularly, the Chinese higher 
education system has experienced unprecedented changes, among them a rapid 
increase in enrolment and mergers between HEls (Shi & Englert, 2008). 
The expansion of enrolment in Chinese colleges and universities started in 1999 
as a national strategy with an aim to improve the overall human resource 
capacity of the country (Yao et al., 2008). As shown in Figure 3.1, China's GER 
(gross enrolment rate) increased nearly five times from 1990 to 2006. Before 
1996, the GER was consistently lower than 7%. By 2006, it reached 22%, 
implying that HE in China had been transformed from elitism to mass education 
(Li & Min, 2001). It is predicted that this trend will continue and by 2010, the 
GER will reach 25% (Yao et al., 2008). 
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In the 10 years from 1998 to 2007 the number of HEls nearly doubled (from 
1022 to 1908); new students enrolled in 2007 reached 5,659,200 (of a total 
student population of 18,849,000). The student/teacher ratio climbed from 11.6 
in 1998 to 17.28 in 2007, reaching a peak of 17.93 in 2006 (see Table 3.1). 
Table 3.1 shows the development in HEIs. enrolments and ratio of 
student/teacher over this period. 
Table 3.1 Development of Chinese HEls (1998-2007) (MOE, 2008a, 2008b) 
Year Numbers of Total Average No. of Student/teacher 
institutions number of students per ratio 
students institution 
1998 1022 3,408,700 3335 11.6 
1999 1071 4,134,200 3815 13.4 
2000 1041 5,560,900 5289 16.3 
2001 1225 7,190,700 5870 18.2 
2002 1396 9,033,600 6471 19.1 
2003 1552 11,085,600 7143 17.0 
2004 1731 13,335,000 7704 16.2 
2005 1792 15,617,800 7666 16.85 
2006 1867 17,388,400 8148 17.93 
2007 1908 18,849,000 8571 17.28 
Mergers between HEls are another feature of Chinese HE. With the rapid shift 
of the Chinese economic system from planned economy to a socialist market 
economy, the system of HE moved dramatically towards institutional 
amalgamation and upgrades during the period from 1992 to 2005 (Shi & Englert. 
2008). Some two- or three-year colleges without degree programmes merged 
together and upgraded to universities which could provide degree programmes. 
The statistics provided by MOE show that about 1083 institutions had merged 
into 431 new entities by the end of May 2006 (MOE. 2006). 
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China has both public and private HEls. The public sector consists of two major 
components: regular higher education (Putong Gaodeng Yuanxiao in Chinese) 
and adult higher education (Chenren Gaodeng Yuanxiao in Chinese). The 
former caters to senior secondary school graduates and comprises conventional 
universities with both undergraduate and postgraduate degree programmes and 
short-cycle (two- or three-year) colleges without degree programmes (Wang, 
2006). The latter targets working adults and specializes in adult HE such as 
Television and Radio Universities, workers' colleges, peasants' colleges, 
management training colleges, educational colleges and independent 
correspondence colleges, and provides both part-time and full-time programmes. 
At the same time, there are more than 1,000 new private-funded colleges and 
universities (Wang, 2006). This study will focus on the first group of public 
institutions, namely, conventional full-time and public-funded HEIs. 
3.2.2 English language teaching and learning 
China, the country with the largest population in the world, also has the greatest 
number of English learners in the world. Culturally, due to the pervasive 
influence of Confucian ideas, teachers are viewed as knowledge holders. 
Chinese students have been brought up to respect wisdom, knowledge and those 
who provide knowledge (such as parents, teachers and trainers). Teachers are 
authorities and seen first as subject specialists and then as teachers. 
Compared with students in European and American countries, Chinese students 
are generally passive listeners following carefully sequenced instructions; they 
seem to be "less autonomous, more dependent on authority figures and more 
obedient and conforming to rules and deadlines' (Hu, 2007). Students' modesty 
in front of their teachers also makes them readily accept teacher-centred 
methods in which teachers instruct and students receive knowledge rather 
quietly. In this traditional teacher-dominated language classroom, learners only 
need to make the lowest-level choices. According to Littlewood (1992). if 
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students are accustomed to a situation in which their teachers' role is to choose 
and decide and their own role is to accept and follow, there might be resistance 
to an attempt to change this balance. 
Traditional beliefs of English language teaching (EL T) in China have been 
described in the following terms: 
• though textbooks and classroom exercises are often tedious, there is 
no other way to learn a foreign language; 
• grammar analysis is crucial to foreign language learning; 
• the teacher should dominate the classroom while students listen 
passively and engage in exercises on command. 
(Campbell & Yong, 1993:5) 
Similarly, the term 'three-centeredness' has been used to describe the key 
features of Chinese traditional foreign language teaching: teacher-centred ness, 
textbook-centredness and grammar-centredness (Yen, 1987, cited in Wu, 2005) 
and these still characterise many of today' s EFL classroom. The teacher-centred 
classroom has normally limited the interaction between teachers and students, 
and restricted the interaction among students. The role of students in such a 
classroom is 'passive listener and note-maker' (Wu, 2005:5). At the same time, 
textbooks have been given importance and regarded as sources of knowledge, 
one consequence of which is the rote-learning of textbook texts. Grammar-
centredness indicates that grammar is highly respected in the traditional English 
class. As Cortazzi & lin (1996) point out, communicative competence has been 
neglected in English teaching. In reading classes, for instance, students are 
likely to be asked to read new words aloud, imitating the teacher's pronunciation; 
the teacher explain the entire text sentence by sentence, analyzing the more 
difficult grammar structures, rhetoric, and style for the students, while students 
just listen, take notes, and answer questions. Since traditional classes tend to 
emphasise English language knowledge, content. and exam results, exam-
oriented English teaching is focused on grammar points, the expansion of 
vocabulary and understanding of sentences, and activities involving active 
interaction between teaching and learning are not so often organized. It is 
acknowledged that there are merits in such traditional EFL classes (Xu, 2004). 
For instance, students can build up a good f o u n d a ~ ; o n n of grammar and teachers 
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often feel less pressured with traditional methods than other teaching methods in 
terms of the demands on teachers' own English listening and speaking 
proficiencies. Moreover, Xu (2004) argues that they are applicable when 
language-learning facilities are limited. 
The disadvantages of the traditional method are summarised by Xu (2004:211) 
as follows: 
• it pays too much attention to language forms and grammatical 
rules, but ignores language skills; 
• it limits the quantity and quality of students' participation In 
conversational activities; 
• the teaching process is rather mechanical, dull and fixed. 
The traditional teaching approach has received numerous criticisms but the 
teacher-centred, textbook-centred and grammar-translation method is still 
widespread. That is mainly because deep-rooted Confucianism, with a history of 
over 3,000 years, has had such an influence on pedagogy, teaching content, the 
role of teacher and students and the role of education in society (Hu, 2007). 
However, it seems that the traditional pedagogy is changing. In Zheng & 
Davison's (2008) study which examined three English teachers' classroom 
practices by observing their process of teaching and learning, findings showed 
that except the grammar-translation method, a weak form of communicative 
language teaching method came to be another chief method applied in EL T. 
3.2.3 EL T pedagogy in higher education 
In Chinese HEls, College English is a compulsory course for all college students. 
The goal of College English teaching is to provide society with students whose 
English competence can help them as useful tools. The 1993 National 
Curriculum indicated that developing students' ability to communicate in 
Fnglish should be regarded as a valid goal for English language courses. 
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However, standards lagged far behind what was expected. In the past decade, 
college students normally had 3-4 class hours of English a week during their 
first two years at university (Wu, 2001). Before they were admitted into colleges 
or universities, they had learned the language for 6-10 years. Currently they start 
to learn English in their Year Three in primary schools or even earlier, when 
they are only 4 or 5 years old. Even so, students' English proficiency is still 
limited. Although they can sometimes repeat memorized sentences or complete 
grammar exercises, most of them are very weak in listening and speaking; only 
a few can communicate fluently in English. 'Time-wasting and low efficiency', 
'deaf and dumb English', 'a kettle of never-boiled water' - all these phrases 
have been used to describe English teaching and learning (Peng, 2007:28). 
Causes of these problems may be as follows, 
• passive learning attitude and inappropriate learning methods; 
• learning guided by test-oriented tendencies; 
• little interest in English learning; 
• little chance to practise listening and speaking. 
This situation has become worse with the pressure of admission quotas booming 
at universities since 1999. On the one hand, the class size has greatly increased. 
On the other hand, not enough qualified teachers were employed. Overall, the 
large number of students, insufficiency of English teachers and facilities, 
dominance of conventional and teacher-centred methodology, and the 
imbalanced development of skills are the main difficulties and problems that our 
College English teaching is confronted with. Hence, ICT -integrated EL T, in 
which ICT functions as 'an integral or mediated tool to accomplish specific 
teaching or learning activities to meet certain instructional objectives' (Lim & 
Hang, 2003:50), is regarded as a good alternative to reform the traditional 
approach of teaching (Ma, 2003; Meng, 2005). As discussed in 2.3.2, ICT has 
numerous potential benefits in language teaching. Zhang (2004:217-218) 
summarises characteristics and advantages of ICTL T: 
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• turning to the student-centred learning 
• arousing students' interest in learning 
• creation and control of classroom atmosphere 
• perfecting of results of classroom learning 
• application of modern technologies to English teaching 
• convenience for students in preparation, review and self-study 
• reduction of burden and enhancement of efficiency for teachers 
It seems that ICT can help change teacher-centred teaching and make student-
centred learning possible. Dwyer (1996) analyses the differences between 
teacher-centred (knowledge instruction) and student-centred (knowledge 
construction) learning environments in terms of the attributes of each 
environment as shown in Table 3.2, below. 
Table 3.2 Attributes of knowledge instruction and knowledge construction 
learning environments (Dwyer, 1996:20) 
Knowledge Knowledge 
Instruction Construction 
Classroom activity Teacher-centred Learner-centred 
(didactic) (interactive) 
Teacher role Fact teller Co llaborator 
(always expert) (sometimes learner) 
Student role Listener Collaborator 
(always learner) (sometimes expert) 
Instructional emphasis Facts Relationships 
(memorisation) (inquiry and invention) 
Concept of knowledge Accumulation of facts Transformation of facts 
Demonstration of success Quantity Quality of 
understanding 
Assessment Norm-referenced Criterion-referenced 
Technology use Drill-and-practi ce Communication 
(Collaboration, 
information access, 
expression) 
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Dwyer's conception of these two learning environments appears to coincide 
with the dichotomy between traditional teacher-centred EL T pedagogy and 
student-centred new pedagogy with the integration of ICT (lCT pedagogy), 
which has been advocated by the Chinese government in recent years (MOE, 
2007). In Dwyer's conception, ICT can be used in both settings but the role of 
technology differs. ICT is considered as a tutor in the knowledge instruction 
setting, and as a tool in the knowledge construction setting (Dwyer, 1996; 
Gibson, 2001). In other words, ICT is likely to produce more possibilities for 
communication and collaboration in the knowledge construction classroom 
(Dwyer, 1996). Therefore, ICT represents the way forward for EL T (Zhang, 
2004). 
According to the new College English Curriculum Requirements (2007 version, 
hereafter simply the Requirements), it is clearly stated that colleges and 
universities should remould the existing dominant teacher-centred pattern of 
language teaching by introducing computer and Web-based teaching models. 
Teachers are required to implement teaching reforms which promote learner- or 
student-centred approaches. In short, the absolute authority of the teacher and 
the students' modesty was challenged. On the one hand, ICT in EL Twas 
regarded as a threat by some teachers who were used to being the authority in 
the class. On the other hand, since ICT has enormous potential in providing 
more learning resources and makes highly efficient learning possible, more and 
more students turned to ICT for help. In an ICT -based learning environment, 
students seem to have more autonomy in their learning process as they have 
more control over their learning rate and learning sequence, which may not be 
possible in a traditional classroom. However. the opportunities for learner 
autonomy may not occur when students lose control of their learning process 
and cannot reflect critically, due to their lack of learning strategies with ICT or 
low learning motivation (Lim & Chai, 2004). 
The MOE pointed out in its Requirements that the objective of College English 
is "to develop students' ability to use English in a well-rounded way. especially 
in listening and speaking ... and enhance their ability to study independently ... 
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to meet the needs of China's social development and international exchanges' 
(MOE, 2007:3). This indicates that the main criteria for the success of English 
teaching and learning are whether or not the learners can really communicate in 
English effectively and learn autonomously. This basic difference between the 
aims and methods of traditional EL T and ICT -integrated EL T required under the 
new College English reform will be discussed in detail in the following section. 
3.3 The College English reform 
As discussed earlier in this chapter (3.2), because of its 'time-wasting and low 
efficiency', English teaching in Chinese HE is facing huge challenges and 
cannot meet the requirement of social and economic development in the 21 st 
century (see 1.1). With the expansion of enrolment in colleges and universities, 
pressure was brought on College English teaching and EFL teachers. More 
qualified EFL teachers were needed. At the same time, teaching resources and 
equipment needed to be upgraded; teaching attitudes, beliefs and methodology 
needed to be renewed; changes in the syllabus and curriculum were necessary to 
improve teaching efficiency (Liu & Dai, 2003). These issues made the reform 
of College English teaching essential necessary. 
The MOE is in a position to make educational policies and determine the goals, 
curriculum, course books, and even teaching methods throughout the country. 
The MOE statted new reforms in College English teaching in 2002. In 
December 2003, four software-teaching systems were evaluated and approved 
by English experts and high-level educationalists for use in the reform (see 
3.3.1). The MOE then held a net conference on 18 February, 2004, and proposed 
a period of piloting in 180 universities. At the same time, the MOE urged HEIs 
to adopt ICT and integrate ICT with EFL education in its National College 
English Curriculum (2004 version). 
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The reform of College English teaching has undergone three critical periods, 
namely, a period of research, a pilot-study period, and an experimental period. It 
then entered the fourth period: a period of full implementation (Zhang, 2006). 
The first period started from the beginning of 2002, when in a seminar for 
management and teachers of Beijing Foreign Languages University on how to 
solve the inefficiency of Chinese students' foreign language learning and 
improve teaching, vice Premier Li Nanqing called for careful study and research 
(Guangming Daily, 2002). In the same year, Mr. Zhang Raoxue, the dean of the 
Higher Education Section of the MOE, published an article putting forward 
advice and suggestions on the solution to the existing problems in College 
English teaching. In the article, Mr. Zhang emphasised the importance of 
developing students' all-round practical language proficiency, and improving 
their communication ability. He also pointed out that a crucial step in this 
direction was to enhance teaching resources. Later, a series of conferences and 
seminars were held, which led to a consensus on why and how a reform should 
be carried out. This period, which is referred to as the period of research, built a 
solid foundation for subsequent phases of the reform. 
The second (pilot-study) period, witnessed three big events, namely, the 
evaluation and approval by English experts and high-level educationalists of 
four sets of technologically-enhanced materials: software-teaching systems to be 
used for the new College English programme; the design of 'College English 
Curriculum Requirements for Teaching'; and the reform of College English Test 
(CET) Band 4 and Band 6. 
The experimental period lasted from January 2004 to Apri I 2006. 180 
universities were selected to try out the four sets of software and hundreds of 
research projects were approved and undertaken throughout universities in 
China. 
In May 2006. following generally satisfactory results from the first three periods. 
the Chinese MOE announced that the reform was ready to enter a nc\\ period-
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full implementation. The College English teaching reform was ready it was felt, 
to be disseminated to Chinese HEls in every comer of the country. 
The ultimate aim of educational innovations is to bring about improvement in 
classroom practice so as to enhance student achievement. Many innovations are 
accompanied by a revision of the curriculum and syllabus and the development 
of new textbooks (Karavas-Doukas, 1998). China College English reform is no 
exception to this. 
As mentioned above, the reforms include the use of new materials: four teaching 
software systems, designed by the four most famous publishing houses in China; 
the preparation of a new College English curriculum (2007 version) which 
suggests a computer- and Web-based College English teaching model; and the 
reform of evaluation criteria, in the form of the CET (2006, revised version). 
The next sections will discuss these three aspects of the national College English 
reforms. 
3.3.1 Materials 
As noted above, based on the new requirements of the College English 
curriculum (2002, experimental version) promulgated by the MOE, four 
software-teaching systems were developed and assessed and fmally approved in 
December 2003. The four systems were: 
• Experiencing College English Teaching System, Higher Education Press 
• New Era Interactive English Teaching System, Tsinghua University 
Press 
• New Perspective College English Teaching System, Foreign Language 
and Research Press 
• New Concept College English Teaching System, Shanghai Foreign 
Language Education Press 
109 
The 180 colleges and universities who participated in the national reform in the 
experimental period were required to use at least one of the above four software 
teaching systems and give feedback after use so that the publishing houses could 
improve the systems. These four teaching software systems are quite different 
from traditional teaching materials such as textbooks and tapes. They have their 
own characteristics (MOE, 2007). 
• They are all multi-functional, covering systematic teaching and learning 
materials which are suitable for both multimedia and classroom-based 
approaches. Textbooks, tapes, and CDs are available to meet different 
teaching and learning modes and environments. 
• The function of these systems is to train students' communicative ability, 
i.e. to improve their listening and speaking so that they can use English 
freely in their future careers. 
• The four systems provide for the combination of student-centred learning 
in classroom and autonomous learning after class with their teachers' 
support. 'Student-centredness and autonomy' are highlighted. 
• Culture has been emphasised and interwoven into the teaching and 
learning procedure and contents so that students can be more familiar 
with both eastern and western cultures and culturally well-educated. 
• Web-based teaching management systems are widely used to save 
teacher time and improve management efficiency. 
In addition, each software system has its unique features. Details can be seen in 
Table 3.3: 
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Table 3.3 The four software teaching systems 
Software systems Textbooks provided Other teach ing and 
learning materials 
1. Experiencing Integrated skills book Tapes, CDs (for teaching 
College English (Read and Explore; Write and autonomous learning 
and Produce); Listening & on pes and on Web), 
Speaking book; Advanced multimedia learning 
book (for students at courseware, E-teaching 
higher levels); Teacher materials, test database. 
reference book learning website 
2. New Era Reading, Writing & Tapes, online course CD-
Interactive English Translation; Viewing, Rom, Web Learning 
Listening & Speaking system, Web assistant 
platform, test platform, 
learning resources database, 
computer- and Web-based 
teaching software package 
3. New Perspective Reading & Writing; Tapes, CDs, Web platform 
College English Viewing, Listening & (learning, resources, test 
Speaking database and management) 
4. New Concept Integrated skills course Web learning system, 
College English (for reading & writing); teaching assistant 
Listening & Speaking resources, web-based test, 
management platform 
From Table 3.3, we can see it clearly that these four systems have produced 
various forms of teaching and learning materials to cater for the differentiated 
teaching facilities and resources in universities and blended learning (using a 
blend of technology-based and printed materials) of students at different levels. 
The key feature of these four systems is their suitability for computer or Web 
assisted English teaching and learning. A key question, of course, is whether the 
new technology can be fully exploited to meet individual, antonymous and 
collaborative learning. The next section will discuss this big change in EL T 
pedagogy. 
III 
3.3.2 leT pedagogy 
CALL has been practised in China since the mid 1980s (see 2.3.2.2). Now the 
computer plays a more important role in EFL teaching and learning and the 
advantages of multimedia-equipped and Web-based English teaching have been 
seen (MOE, 2007). With ICT, the teaching contents can be richer, the teaching 
modes can be more variable, a vivid language environment can be created, 
teaching resources can be fully exploited, and learning efficiency can be 
improved (Feng et aI., 2005; lin et aL 2005; Hu, 2007). With ICT, EFL teachers 
can combine the traditional teaching mode (blackboard + chalk) with rich and 
colourful courseware shown on e-screens and through Internet links. Students 
can undertake self-regulated study with personal computers (PCs); and self-
evaluate and interact with peers, which might be expected to stimulate their 
learning autonomy to a degree. In addition. assignments can be submitted and 
checked via the Web, and the campus net (intranet) can be fully utilized for 
testing purposes. In a word, ICT seemed to open a new window for English 
learners. 
Based on the computer and the classroom, the new College English teaching 
model is designed to help Chinese college students to achieve communicative, 
autonomous English learning so as to meet the needs of China's development 
and international exchanges in the 21 st century (MOE, 2007). The computer- and 
classroom-based college teaching model recommended by the Requirements is 
as follows (see Figure 3.2): 
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Recipients of 
teaching: 
Students 
Content of Listening Speaking Reading Writing Translating 
teaching: 
Environment 
of teaching: 
Models of 
teaching: 
Organisers of teaching: 
Computer- based 
(PC or Web) 
i 
Classroom - based 
i 
Self-learning + Regular Teaching 
Tutoring 
Teachers 
Figure 3.2: Computer- and classroom-based College English teaching model, 
Source: MOE (2007) College English Curriculum Requirements: 33 
113 
Teaching 
administration: 
Administrative Office 
of Teaching Affairs, 
Teachers, Teaching 
Management Software 
As the diagram indicates, all the five teaching activities, listening. speaking, 
reading, writing and translating, can be undertaken in a computer- or c1assroom-
based environment. The solid arrow indicates the form of teaching environment 
mainly used; the dotted arrow indicates a supplementary form of teaching 
environment. To be more specific, listening is done mainly on PCs or in a Web-
based environment, supplemented by classroom-based teaching. Writing and 
translating are carried out mainly in the classroom, supplemented by individual 
work on computers. Speaking and reading are practised in both environments. 
Teachers, as organisers of teaching, do their normal classroom-based teaching, 
and tutor students in their self-access computer-based environment. Teaching 
administration is undertaken by the Administrative Office of Teaching Affairs, 
teachers, and teaching management software. 
Due to the highly centralised Chinese system of education, the top-down 
intervention from the MOE seemed to be very effective in getting teachers to 
adopt computer- and Web-based English teaching. However, the changes 
involved in the implementation process have created challenges for most 
teachers. As Figure 3.2 shows, teachers serve as both organisers and 
administrators of teaching in the new teaching model (further information see 
3.3.4). In addition, except for the regular teaching in traditional classrooms, 
teachers also need to arrange teaching activities in a computer-based 
environment and guide students in self-study, which is a new task for them. On 
the one hand, this challenges teachers' traditional roles in organising teaching; 
but on the other, teachers can carry out their teaching administration duties more 
easily since teaching management software is available to help, together with 
the Administrative Office of Teaching Affairs. 
Another challenge comes from the intended process of computer-based English 
learning. in which teachers serve as tutors while students are learning 
autonomously (see the lower section of Figure 3.3. below). 
I l-t 
Begin Next 
Unit 
Go on Learning Receive Tutoring 
Figure 3.3 Process of computer-based English learning 
Source: MOE (2007) College English Curriculum Requirements: 35 
As the new requirements for College English state, the computer-based courses 
should be seen as equally important to those devoted to classroom learning and 
the credits students acquire via computer-based courses should account for no 
less than 30% of the total credits for College English learning (MOE, 2007). 
When entering colleges/universities, students take a computer-based placement 
test and teachers determine their grade (1, 2 or 3), according to their test results. 
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Based on the results, each student will be given an account via the management 
system and is assigned a starting-point by hislher teachers (the course is 
differentiated according to level). After having studied for a certain period of 
time (colleges and universities can set criteria according to their own situation). 
students take a Web-based unit test designed by the teachers. If they pass the test. 
students automatically enter the next unit. If they fail, students have to return to 
the current unit and repeat the whole learning process. After studying a few 
units, students will receive face-to-face tutoring from teachers. The purpose of 
tutoring is to evaluate the effects of students' self-directed computer-based 
studies, gain some insight into their rate of progress and provide guidance and 
assistance as necessary. It could take the form of group work, comprising 
situational dialogues, role play, English opera and games. In principle, at least 
one hour of tutoring should be offered after every 16 to 20 hours of learning 
(MOE, 2007). After tutoring, teachers can check students' online learning by 
means of either oral or written tests, and then decide whether they can pass. If 
they pass, students can go on to the next stage; if they fail, the students will be 
required to go back to a certain unit (decided by the teachers) and revise it until 
they pass (MOE, 2007:35-37). In this process, teachers serve as designers as 
well as tutors for they need to design web-based tests which will allow them to 
assess if students are eligible to move on to higher level study. 
This new computer- and Web-based model is based on the integration of self-
study and classroom-based learning and emphasises the full use of computers 
and Web to achieve individualised and independent learning. A learning 
environment based upon student-centred and constructivist thinking with the aid 
of ICT, it is characterized by "learning as a personal, reflective. and 
transformative process where teachers work as facilitators' (Mumtaz, 2000:329). 
As the traditional face-to-face classroom teaching model still has its merits in 
education, a blended (computer- and classroom-based) model has been 
suggested to meet the requirements of diversified EFL teaching and learning 
(MOE, 2004; Feng et aI., 2005; MOE, 2006). 
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3.3.3 Evaluation 
The College English Test, which was launched in 1988 by the Chinese Higher 
Education Division of the MOE, is a nation-wide standardised test to measure 
the English language proficiency of non-English majors (students in Chinese 
colleges and universities who are not majoring in English). Students prepare for 
this by doing a required course: College English for undergraduate students. 
Three levels of requirements are set for this course. They are: basic requirements, 
intermediate requirements and advanced requirements (see Appendix 1). CET 
Band 4 is designed to evaluate whether students have reached the basic 
requirements and CET Band 6 the intermediate requirements of the Curriculum 
after they have finished additional College English courses. There is no standard 
test designed to evaluate if college students have met advanced requirements at 
the moment. Every student whose major is not English is required to pass CET 
Band 4 and more able students may do CET Band 6. CET is composed of both 
written and oral tests and students' overall language proficiency in listening, 
speaking, reading, writing and translation are all evaluated. Normally college 
students will take only the written test while the oral test is designed for those 
students who have achieved rather higher scores in their written test, say, 85 in 
CET Band 4 or 80 in CET Band 6 (the actual score is decided by the National 
CET Band 4 and 6 Examination Committee). 
CET is regarded as an extremely important exam and test results have been 
influential in HEIs in China since its inception. In most colleges and universities 
test scores are used as the only criterion to judge students' English proficiency 
and EFL teachers' teaching competence. A CET certificate is also of importance 
to graduates because most employers regard it as a compulsory qualification in 
recruiting new employees. 
One problem in recent years has been that this large-scale exam, whose design 
was based on structuralism and whose format was predominantly multiple 
choices, has been found to constrain language teaching in a rather negative way. 
When China started the new round of innovation in College English reforms in 
2002, experts agreed that the old CET design needed improving and efforts 
should be directed to alternative, more task-based test designs guided by 
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contemporary language testing theories. In the same year, the MOE designed a 
revised procedure for CET Band 4 and 6. In 2005, a new scoring system and 
scoring report system were adopted, in which no pass score is set; instead, report 
scores are set between 220 and 710, which is similar to TOEFL and IELTS. In 
2006, nation-wide pilot exams were carried out and CET Band 4 Outline was 
revised and put into practice. This document explains that the newly-designed 
CET has retained the strong points of the old CET but the exam has been 
adjusted and improved so as to provide a more objective assessment of English 
learning in the new era. The differences between the old and new Band 4 Test 
are shown in Figures 3.4 and 3.5. 
Listening Comprehension (20%) 
Listenin Conversations 10% 
Listening Passages or 
Compound Dictation (10%) 
Reading in Depth, 4 
_ - passages 
1------1 Reading Comprehension (40%) ~ r - = = = . J l . = - - - -
Vocabulary & Structure (10%) 
Cloze or Short Answer ) 
Questions, or translation 
(15%) 
Writing (15%) 
Figure 3.4 Old CET Band 4 
Listening Comprehension (35%) 
Conversations 
Short Conversations 
Dictation 
Reading Comprehension (35%) H § ~ ~ ~ ~ ~ a l 1 1 ~ ~
t-------1 Cloze (10%) 
Writing & 
u 3 C T nd4 
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Figures 3.4 and 3.5 show that as an important part of the national College 
English reforms, CET has also been adjusted. The new Band 4 test now provides 
for a more balanced assessment of college students' all-round ability. For 
instance, in the new test, the importance of Listening Comprehension has 
increased from 20% to 35%. Students are required to listen to both short and 
long conversations while in the old test they just listened to short ones. 
Moreover, both listening passages and compound dictation (in which students 
listen to a longer passage three times and fill in the blanks with words and 
sentences) are covered in one test while in the old test only one of these was 
included. This change may make students feel that the listening comprehension 
part in the new test tends to be more difficult. It is probably because longer 
conversations or passages require students to listen more attentively. At the 
same time, those who are good at multiple choice rather than compound 
dictation are challenged. Secondly, skimming and scanning have been added to 
the Reading Comprehension test and Reading in Depth remains in the new Test. 
In this case, both students' reading speed and accuracy can be assessed. Thirdly, 
Vocabulary & Grammar is not a separate part of the test any longer but is 
merged with other parts such as cloze and translation (Chinese to English) in 
order to test students' flexible use of English. The last big difference between 
the old and new test is that multiple choice items have been reduced and more 
varied test formats are used to test students' real language ability rather than 
their examination techniques. 
From the above big changes, it is clear that the revised CET is likely to be a 
more objective standard test and students' real English ability, particularly their 
ability to use the language in their future career, is highlighted. This is in line 
with the goal of the national curriculum reform that graduates are capable of 
communicating effectively in English in their future life and career. The reform 
of testing has already had a wash back effect on English teaching in Chinese 
higher education (Wei. 2007; Li. 2008). EL T is likely to shift its focus to 
develop students' practical communicative competence of English. However, 
the emphasis on improving students' communicative and interactive ability 
challenges teachers who are used to traditional pedagogy and forces them to 
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consider the adoption of other pedagogies, e.g. ICT -integrated pedagogy. which 
is expected to be more effective than the traditional one. 
3.3.4 Course design and administration 
According to the objective of College English teaching (MOE, 2007), students 
should be trained to use English in a more practical way and communicate more 
effectively. Therefore, a new course system in which both required and elective 
courses are combined is recommended in the national reforms. Basic courses 
such as 'Comprehensive English' and 'Listening', which are designed to 
improve students' basic language skills are not enough. According to the 
Requirements (MOE, 2007), English for practical uses, language and culture, 
and English for Specific Purposes (ESP) should be provided for students at 
different levels, especially those students who start from lower levels and those 
whose English is much better than that of the majority. The former should be 
well catered for and the latter should be provided with enough scope for further 
development. The MOE suggests that colleges and universities design their own 
College English course systems taking into account their different circumstances 
but all the courses need to be 'individual-oriented' (MOE, 2007: 19). 
The reform in course design has also brought challenges to EFL teachers. In the 
past, they were only required to teach basic English courses. In the new national 
reform, College English is not only a language course which provides students 
with knowledge about English, but also a course to broaden their horizons and 
learn about different cultures in the world. Therefore, teachers are also 
responsible for enhancing students' cultural awareness. In addition, EFL 
teachers should have a good understanding of ESP to ensure that students at 
different levels receive adequate training and make improvement in their ability 
to use English for different purposes. This is a big challenge because most of 
them have not received relevant training. 
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EFL teachers also serve as teaching administrators and this role has become 
more and more important in the computer- and classroom-based new teaching 
model (see Figure 3.2, discussed earlier). Teachers should make efforts to guide 
and tutor students in their learning process, particularly in computer rooms 
where individual-centred, autonomous learning is highlighted. Figure 3.2 shows 
that teachers, and not just the administrative department, can also manage the 
classroom with the help of teaching management software. This software 
enables teachers to record students' academic scores and learning progress in 
computer- and Web-based autonomous learning systems, answer students' 
questions, solve their problems on the spot and analyse exam papers: and 
enhances teachers' communication with students via a Web assistant platform in 
terms of online problem-solving for students, course selecting, submitting and 
commenting assignments. The figure indicates a required role-shift from 
instructor to teaching organiser and administrator. 
A specific College English Curriculum and teaching objectives guidelines for 
teaching in each college and university are normally designed by an 
administrative department, such as the Administrative Office of Teaching 
Affairs, within the college or university. 
As discussed above, the computer- and Web-based Engl ish teaching and 
learning model aims to mobilise the initiative of both teachers and students and 
highlights the centrality of students and the guiding role of teachers. The 
Requirements also suggest that the new model should incorporate the 
advantages of the traditional classroom teaching model while fully exploiting 
ICT (MOE, 2007). This kind of change necessitates that teachers' classroom 
practice, professional and pedagogical knowledge, and professional learning 
must all undergo significant transformation. 
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3.4 EFL teacher development in China 
There are many reasons for teachers to seek opportunities for professional 
development. As Bailey et al. (2001) point out, CPD can enable teachers to 
acquire new knowledge and skills. As an old saying goes, 'knowledge is power', 
which shows that knowledge can help teachers 'combat negativity' in their 
teaching contexts (Bailey et aI., 2001:7). In the Chinese context, CPD can also 
lead to increased income and prestige. 
Teachers pursue CPD in two complementary ways. On the one hand, change or 
innovation in society forces teachers to undertake professional development in 
the form of compUlsory training programmes provided; on the other hand, they 
undertake self-directed and voluntary CPD to achieve their career goals. 
In general, teacher education normally consists of pre-service and in-service 
education. Pre-service education is essential but not adequate for one to become 
a competent teacher (Guo et aI., 2004). Most teachers have received pre-service 
training in a two to four-year programme at a teachers' college or university 
before they become teachers of certain subjects (a small number of teachers are 
transferred from other vocations). In pre-service training, regular courses occupy 
most of the time (3-4 years) while teaching practice takes comparatively little 
time (1-3 months). As a result, trainees lack teaching experience although they 
have some knowledge of pedagogy and educational psychology, which makes 
in-service education necessary and important (Guo et aI., 2004; Wu, 2005). This 
study focuses on in-service CPD, including both compulsory training and self-
directed development. 
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3.4.1 A brief summary of teacher development in China 
As Chinese HE has developed, teachers' professional development has 
undergone many changes. After the birth of the new China in 1949, teacher 
development (TD) went through three distinct periods: the initial period, the fast 
developing period, and the modernized period (Guan et aI., 2001 a). The initial 
period (1953-1966) was characterized by the formation of an important 
regulation on teacher training in HEIs (1953), which indicated the start ofTD in 
China. This training practice aimed to improve the quality of in-service teachers 
in HEIs and provide qualified teachers for some subjects at the early stage of the 
new-born country. During this period, TD developed steadily with the help of 
experts from the former Soviet Union until interrupted by the Cultural 
Revolution. The second period (1978-1993) constituted the resumption of HE 
and the formation of a nationwide TD network. During this period, two national 
and six regional teacher in-service training centres were built and a well-
designed institutional training network was set up. The third period (post 1994) 
followed the introduction of the first Teacher Act, which emphasised the 
importance of further study, training and development of teachers, and pointed 
out that teachers have the right to seek development. Moreover, the Act 
specified that graduates from teacher education institutions such as normal 
schools, professional teacher colleges and normal universities ('Normal' denotes 
an institution which trains teachers) should be the main teaching force in schools 
and educational institutions (Zhou & Reed, 2005). 
In 1995, the Teachers Act was passed and Regulations of Teacher Certification 
were set, which stated that the basic qualification for teaching was the 
possession of a teacher certificate issued by the government. The year 1996 
witnessed the publication by the Ministry of Education of 'Training regulation 
for teachers in higher education', which stated the principles, forms and 
evaluation of training. At the 5th National Conference on Education (1999), 
another important document was issued, on extending the educational reform 
and improving quality-oriented education in an all-round way. in which teacher 
in-service training in schools and universities was stressed. with particular 
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emphasis on computer training (Zhou & Reed, 2005). These regulations and 
documents have provided a solid foundation for TD and stimulated the fast 
growth ofTD in China. 
Historically, there were three-level of in-service education providers in China: 1) 
provincial institutes of education or colleges of continuing education for high 
school teachers; 2) regional and municipal institutes of education or colleges of 
continuing education for middle school teachers; 3) county continuing education 
schools for primary and kindergarten teachers (Gu, 2007: Shi & Englert, 2008). 
Higher educational institutions normally have more freedom to arrange in-
service education for their staff or collaboratively with other training centres. 
Various forms of in-service teacher professional development exist in China. 
For instance, compulsory training modules for newly-appointed young assistant 
lecturers offer both theoretical and pedagogical frameworks, and for teachers 
with a Bachelor degree, MA degree and elite training courses are available. 
There are more TD opportunities for teachers to be visiting scholars or academic 
visitors within China or abroad (Guan et aI., 200 1 b). Moreover, teachers can 
exploit summer or winter vacations to take part in short-term training seminars 
or international academic conferences in China or all around the world. 
Compared with the aims of TD in western countries, teachers in China are more 
likely to attend CPD programmes with the aims of gaining a higher qualification 
and getting promoted (Gu, 2007). In-service teacher training courses in China 
tend to be more 'theoretical, academic and research-oriented' and more often 
than not do little to help achieve 'pedagogical' purpose (Sunderland, 1990:242, 
cited in Gu, 2007:24). 
The fast development for TO in the past decades seems to be a reason for 
optimism. However, problems and difficulties have been noted. In an 
investigation of college teacher training in East China (RTCTTEC, 2005), the 
research team found that, 
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there existed an imbalance between the opportunities provided 
and needed; 
most teachers attended training with the aim to get a higher 
degree; 
the training programmes failed to meet teachers' specific needs; 
the training modes were limited to, e.g., lectures given by experts. 
Guan et al. (200 1 b) identified a basic problem in teacher education in Chinese 
HEls. They claimed that shortage of funds for TO was a big hindrance. In 
addition, outdated, even fossilized training content and approaches could not 
meet the requirement of frequently changing and fast-developing higher 
education in China. What was worse, there was no effective assessment system 
to guarantee the quality ofTD. Existing TD practices seem unable to match the 
fast development of higher education in recent years. 
3.4.2 EFL teachers' professional development 
The qual ity of teachers is the key to the outcome of a reform and therefore of 
language learning (Wu, 2001). When considering current practice and 
development in EFL teacher education in China, Qin & Zhang (2004) divide the 
basic skill components of the quality ofEFL teachers into three kinds: command 
of the language, teaching techniques and the management of learning. This 
analysis coincides with the development needs identified by Wu (200 I). 
However, traditional Chinese perceptions (by trainers and teachers) of language 
teacher education primarily relate to the desire to update knowledge of English 
(the first of Qin and Zhang's three components) and to secure promotion. This 
differs from priorities in the western world, which tend to focus on pedagogy 
(Gu, 2007). 
Like the general teacher development in China which was discussed in 3.4.1. 
EFL teacher CPD in Chinese HEIs takes a variety of forms. In-service EFL 
teacher training includes degree education (which provides teachers with 
125 
opportunities to undertake master or doctoral studies) and non-degree training 
(Gu, 2007). In-service non-degree training or education may be organized 
locally, nationally or internationally. Colleges and universities can adopt various 
ways to promote EFL teachers' professional development, such as school-based 
seminars or workshops organised by experts invited from within China or 
abroad to train teachers in the same area. Teacher education centres have been 
set up in some key universities to organize national symposiums on certain 
issues. The symposium on College English teaching held by the Shanghai 
Foreign Language Education Press in 2004 is an example of a large-scale, short-
term in-service training opportunity for tertiary EL T teachers. International co-
operation and exchanges are other forms of in-service teacher training in higher 
education in China (Gu, 2007; Mo, 2007). 
As for the CPO situation in the pre-Reform period, according to Xia's (2002) 
survey, the majority (84%) of EFL teachers stated that they had never had 
opportunities to receive further training abroad or attend relevant international 
conferences. In the early days of the reform, things were starting to get a little 
better. College English teachers have received more attention from the 
management than was the case in the past, but their opportunities for training are 
still limited hence their professional development has been affected (Liu & Dai, 
2003; RTCTTEC, 2005; Yang, 2005; Xia, 2006). 
From the perspective of training focus, there were also some inadequacies in 
teacher training programmes in China, for instance, 
• Overemphasis on improving language proficiency instead of 
improving teaching methodology; 
• Overemphasis on theoretical foundations instead of practical 
guidance; 
• Overemphasis on subjective experiences of trainers in the past 
while ignoring the changeable reality; 
• Overemphasis on lecture-giving instead of involvement in 
workshops 
(Ng& Tang. 1997; Liu, 1999; Wang. 2001; Yang. 2005) 
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The consequences of these imbalances were that CPO programmes failed to 
meet teachers' increasing needs for more practical guidance in improving their 
pedagogy. For instance, in a report on teachers' needs in the process of EFL 
reform in Shanghai, teachers expressed the need for practical suggestions on 
lesson planning, classroom management and design of activities (Ng & Tang, 
1997). The rather fossilized training modes (e.g. from expert to trainee by 
instruction without much interaction or participation) also affected the quality of 
training and reduced teachers' enthusiasm. In another survey conducted by the 
Chinese Foreign Language Research Centre involving more than 900 College 
English teachers in 48 higher educational institutions in China in 2002, teachers 
recognised the need to change traditional pedagogy and voiced their desire for 
up-to-date pedagogical knowledge (Zhou, 2002). 
3.4.3 EFL teacher development for leT 
As discussed in 3.2.1, following the huge expansion of enrolment in Chinese 
HE Is which started in 1999, the ratio of college English teachers to students had 
reached I :200 by 2006 (see 1.1). Compared with the previous English class size 
of 30-35 students, the present class size is much larger, with 50 or more students 
in a class (Gao, 2004). As a consequence, EFL teachers are facing a huge 
challenge to cope with large classes, which limit interactions between teacher 
and students, mixed proficiency levels and time constraints. These call for good 
classroom management, careful supervision of students' learning and 
assessment of individualised learning (Zhang, 2006). 
The most obvious obstacle lay in teachers' limited ICT competence (He, 2005; 
Fan, 2005). It has been pointed out that the lack of systematic theoretical 
knowledge, insufficiency of practical operation ability_ unfamiliarity with web 
resources and learning software, and failure to integrate ICT into lessons are 
common problems which have constrained EFL teachers from meeting the 
requirements of the new reforms (He, 2005). 
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Liu & Dai (2003) suggest that in the new ICT-integrated language education 
model, EFL teachers should have: 
• an understanding of current teaching theories; 
• excellent language skills including listening, speaking, reading, 
writing, translating, together with communication ability; 
• knowledge of EL T pedagogy; 
• ICT knowledge and skills integrated in language teaching. 
(Liu & Dai, 2003:35-36) 
With regard to teaching in a Web-based environment, Wang (2007a) 
summarises nine ICT skills that teachers should possess. These are: information 
sorting, resource combination, web tool application, web-based teaching design. 
web-based class management, learning evaluation, communication via the 
Internet, instruction in Web etiquette, and lifelong learning ability. Supporting 
Wang's argument, Mo (2007) emphasises ICT skills that EFL teachers need to 
grasp are: to search and integrate EFL-related online resources, to set up EFL 
online teaching platforms, to build databases for autonomous English learning, 
to apply web tools for communication and interaction with students to stimulate 
EFL learning and to explore the Internet for relevant research. These constitute 
an agenda for the design of ICT -related training programmes for EFL teachers. 
As discussed earlier, EFL teachers' past training/education opportunities tended 
to focus on improving teachers' subject knowledge (language proficiency) and 
their formal qualifications, which is not enough to meet the requirements of the 
College English reform asking for ICT implementation. Therefore, with more 
emphasis on the integration of ICT in language teaching, EFL teachers' ICT-
related professional development has become critical; for without qualified 
teachers with ICT literacy and ICT pedagogy, the integration of ICT in English 
teaching cannot be successful. 
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3.5 Conclusion 
This chapter has briefly described certain key changes in Chinese HE, 
particularly in relation to the latest reform of English teaching and learning in 
HEls: national College English reform. EFL teacher development in general and 
within ICT -equipped environments context has also been discussed. This 
provided the context for the study to be conducted. 
To summarise, higher education in China has experienced huge changes in the 
last decades but the dominant EFL teaching model is currently still teacher-
centred, which is deeply influenced by Confucianism. The national College 
English reform asked for a change from traditional teacher-centred pedagogy to 
student-centred pedagogy and the integration of ICT in EFL teaching, while 
there exist gaps between the expectations of the reform (student-centred 
pedagogy) and the current situation (teacher-centred pedagogy). 
This chapter also concluded that research on teachers' CPD related to the 
application and integration of ICT in China is very limited. Since EFL teachers 
are playing a key role in the reform, teachers' ICT-related CPD are critical for 
the success of integrating ICT into English teaching and studies from teachers' 
perspective are essential. The next chapter will discuss the methodological 
issues in planning and executing this study. 
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Chapter Four 
Research Methodology 
4.1 Introduction 
This chapter describes the research methods employed in this study and 
addresses important methodological issues associated with the research process. 
Methodology in this study is understood as a process which includes research 
design, data collection, data analysis and ethical concerns. Research methods 
refer to specific research techniques such as survey, classroom observation and 
interviews. The main points discussed in the chapter include the following: 
• Research design: mixed methods & case study 
• Selection of case study site 
• Selection of participants 
• Methods design 
• Data collection process 
• Data analysis 
• Ethical issues 
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4.2 Research design 
A research design provides a framework for data collection and analysis 
procedures. A particular choice of research design reflects decisions about the 
priority being given to a range of dimensions of the research process, which 
include the importance attached to: 
• Expressing causal connections between variables; 
• Generalizing to larger groups of individuals than those actually 
forming part of the investigation; 
• Understanding behaviour and the meaning of that behaviour in 
its specific social context; 
• Having a temporal (i.e. over time) appreciation of social 
phenomena and their interconnections. 
(Bryman, 2008:31) 
The adoption of a certain methodology by a researcher needs the consideration of 
research questions and research purposes (Silverman, 1993; Yin, 2003). The 
research aim and objectives of this study (see 1.3) required both the description 
of a macro social phenomenon, the national reform. and a detailed description of 
the context with the aim of finding answers to "how' and 'why' questions in this 
context. A case study design incorporating mixed methods was therefore adopted. 
4.2.1 Why mixed methods? 
Research methods, whether quantitative or qual itative, have their own strengths 
and weaknesses (Bryman, 2004). For example, qualitative methods such as 
interviewing and intensive field observation are usually considered appropriate 
for understanding cultural values and social behaviours; they are, however, 
sometimes criticised 'as being little more than journalism because of their 
ignorance of representative sampling and inability to give valid findings' 
(Strauss & Corbin, 1998:28). Quantitative methods, which emphasise reliability 
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and replicability, are also criticised as 'yielding shallow or completely 
misleading information or insensitivity to the people studied' (Taylor and 
Bogdan, 1984:6). Therefore, a mixed strategy usmg both qualitative and 
quantitative methods was adopted in this study. 
'Mixed methods' applies to research that combines alternative approaches 
within a single study. It has three characteristic features that set it apart from 
other strategies for social research (Denscombe, 2007: 108), 
• Use of qualitative and quantitative approaches within a single 
research project. 
• Explicit focus on the link between approaches (triangulation); it 
emphasises the need to explain why the alternative approaches 
are beneficial and how the alternatives are to be brought together. 
Particular attention is given to the design of mixed methods 
research and especially the role of triangulation in justifying the 
use of the alternative approaches. 
• Emphasis on practical approaches to research problems 
(pragmatist). It is 'problem-driven' in the sense that it treats the 
research problem - more specificalIy answers to the research 
problem - as the overriding concern. 
This agrees with Lim & Hang's (2003:59) argument that using multiple sources 
of evidence can develop 'converging lines of inquiry' and the finding or 
conclusion is likely to be 'more convincing and accurate if it is based on several 
different sources and perspectives of information'. Within this case study. such 
triangulation was used to address the potential problems of validity and 
reliability. 
To summarise, the mixing of methods can be a valuable research strategy for 
several reasons (Denscombe, 2007): first, researchers can improve the accuracy 
of their findings by using different methods to investigate the same subject; 
second, a fuller and more complete picture of the phenomenon can be provided; 
third, it can compensate for the weaknesses of different methods; fourth, within 
this strategy contrasting methods can develop the analysis, with one method 
being used to inform another; finally, information from one method can be used 
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as an aid to sampling: selecting a sample of people who will participate in the 
research through other different or contrasting methods. 
Given the limitations of both qualitative and quantitative methods and with an 
awareness of the epistemological stances associated with both methods (Bryman. 
2004), this research adopted the position that research methods are simply a 
means of accomplishing the aims and answering the questions of a study. The 
combined use of questionnaires and classroom observation, semi-structured 
interviews, and focus group in this study was an attempt to provide for 
methodological triangulation. In Flick's words, the combination of qualitative 
and quantitative methods 'has the potential of providing "an alternative to 
validity" through which the findings from one approach might have a chance of 
being validated by data from another' (Flick, 1998:230). 
4.2.2 Why a case study? 
A case study, as defined by Gerring (2004), is 'an in-depth study of a single unit 
where the scholar's aim is to elucidate features of a large class of similar 
phenomena' (p.350). Gillham (2000) points out that a case study is a study 
which investigates an individual, a group, an institution or a large-scale 
community to answer specific research questions. It entails investigation of 
specific research questions for corresponding answers. It is a process of finding 
out a range of different kinds of evidence, which may exist in the case setting, or 
has to be abstracted and collated so as to get the best possible answers to the 
research questions. Johnson (1994:20) emphasises that a case study is 'an 
enquiry which uses multiple sources of evidence. It investigates a contemporary 
phenomenon within its real-life context'. 
Researchers point out that there are many advantages of case studies; for 
instance, 
\J3 
• 
• 
• 
Because case studies build on people's experiences and 
practices, the drawn data are seen to be strong in reality 
and more persuasive and more accessible. F u r t h e r m o r ~ . .
they can be linked to action and their insights contribute to 
changing practice. 
~ a s e e studies allow for generalisations from a specific 
Instance to a more general issue. They allow the researcher 
to show the complexity of social life. Good case studies 
built on this always explore alternative meanings and 
interpretations. 
Case studies can provide a data source from which further 
analysis can be made. They can therefore, be archived for 
further research work. Indeed, case study may be a subset 
of a broader action research project. 
(Cohen & Manion, 1994: 123; Blaxter et aI., 2006:73) 
As stated earlier in this thesis, the foci of the research were to explore EFL 
teachers' attitudes towards ICT use in education, current contextual factors 
affecting their use of ICT in teaching, and ICT -related CPD programmes and 
their deficiency, which required consideration of teachers' attitudes and 
behaviours, and institutional management policies. A case study was considered 
an appropriate research approach to the current study for the following reasons. 
Firstly, a case study is especially suited to social, and in particular, educational 
research. According to Yin (2003), case studies are distinguished from other 
research approaches when a researcher 'deliberately wanted to cover contextual 
conditions-believing that they might be highly pertinent to the phenomenon of 
study' (p.13). Cohen et al. (2000) also point out that 'situations are fluid and 
changing rather than fixed and stable: events and behaviour evolve over time 
and are richly affected by context' (p.22). Case studies can 'observe effects in 
real contexts, recognizing that context is a powerful determinant of cause and 
effects' (ibid). The current study was carried out in the context of the Chinese 
national College English reform, which is a changing and unstable situation; a 
case study, it was felt, could help explore the complexity of this process and 
identify its causes. 
Secondly, compared with other research methodologies such as large-scale 
surveys or experiments. one of the primary virtues of a case study is t h ~ ~ . depth 
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of analysis that it offers' (Gerring, 2004:348, original emphasis). Gerring (2004) 
also points out that a case study allows for the 'generation of a great number of 
hypotheses, insights that might not be apparent to the cross unit researcher who 
works with a thinner set of empirical data across a large number of units ... ' 
(p.350). The case study approach can investigate people's beliefs and attitudes 
in detail, and thus help identify the relationship between their beliefs and their 
behaviour. Given the research questions of this study, which sought to identify 
the direct relationship between teachers' ICT-related pedagogy and their 
attitudes, and the relationship between the supply of current ICT-related CPO 
programmes and the demand for EFL teachers' use of ICT in English teaching, a 
case study seemed an appropriate approach. 
Moreover, the case study approach also allows a researcher to be 'integrally 
involved in the case' (Hitchcock & Hughes, 1995:317, cited in Cohen et aI., 
2000: 182) as a result of interaction over a period of time with the informants. 
This enables the researcher to view a thing or event from the participants' 
perspectives and help to gain insights when interpreting the data. Hence, the 
case study approach provides the researcher with a more holistic understanding 
of the informants' realities. 
Although a case study allows the researcher to show the complexity of social 
life, to explore alterative meanings and interpretations, the very complexity of a 
case can make analysis difficult. Since various events, variables and outcomes in 
a case are often interwoven, it is hard for the researcher to show the connections 
among the data and at the same time not lose sight of the whole. Furthermore, 
with regard to the context of a case study, sometimes it is difficult to know 
where 'context' begins and ends (Blaxter et at.. 2006:73). In addition. case 
studies have often been challenged for being 'soft' and relying on data that lacks 
reliability. These disadvantages can, however. be minimised through the 
selection of an appropriate case study site. a carefully designed conceptual 
framework. systematic methods of data collection and management of the data 
collection and analysis processes. The conceptual framework which informs 
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data collection and data analysis in this study has been discussed in Chapter 2 
(see 2.5.2). The next section discusses the case study site selected for this study. 
4.3 Selection of case study site 
The institution selected for study was a key university in central south China. 
The national key universities are universities currently recognized as prestigious 
and receiving strong support from the Chinese central government. The specific 
site for the data collection was the College English Department (CEO) of the 
Foreign Language School/College of the University. (The function of a college 
in Chinese higher education institutions is similar to that of a school in English 
universities. A college should follow the rules and regulations formulated by the 
University, but it has certain limited rights to draft its own regulations.) Further 
information on the University, the School and the CED can be seen in Appendix 
2. 
The site was chosen for a number of reasons, namely, 1) its pioneering role in 
national distance education; 2) its participation in the experimental College 
English reform; 3) its adoption of Campus Computer Networks and interactive 
network teaching platforms for English teaching; 4) its success in obtaining 
ICT-related research projects; 5) the established rapport with the University. 
These reasons are explained more fully in subsequent paragraphs. 
First, the site was representative of ICT -integrated teaching models in Chinese 
higher education. In 1998, the University was selected as one of four 
experimental universities where online education schools were founded and 
distance (online) education started; it has therefore been regarded as a pioneer in 
the application of ICT in higher education during the last decade. College 
English was a basic course in online education in the University. This made it 
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possible during the fieldwork to find teachers who were actually integrating ICT 
in language teaching. 
Second, the University was selected m February 2004 as one of 180 
experimental HEls who were asked to try out one of four College English 
software-teaching systems (see 3.3.1). From 2004 when the experimental reform 
started, to October 2007 when the fieldwork took place, three of these computer-
based and web-based English teaching systems were adopted experimentally 
and used for all non-English major students. The specific use of these systems in 
the past four years can be seen in Appendix 3. The data generated in such a 
context was regarded to be relevant in the experiment with new technologically-
enhanced materials: software systems for English teaching. 
Third, the University was regarded to have offered' good practice' in ICT -aided 
teaching for it had built the trunk network of its Campus Computer Networks 
and set up interactive network teaching platforms centred on multi-media 
courseware. The CED, which is in charge of English teaching for non-English 
majors from different schools and departments of the University, started to use 
the Campus Computer Networks and network teaching platforms in 1999 and 
was the first to have adopted a computer-based language teaching mode in the 
University. Moreover, campus networks were utilized to broadcast English for 
students to practise listening after class. In such a university where the use of 
ICT in language teaching and learning could be seen everywhere on the campus, 
it would be easier for the researcher to get enough data for the research. 
In addition, the CED had a good reputation for encouraging teachers to use leT 
in teaching. In the last ten years, teachers in this Department have completed 
several ICT -related research projects on EFL teaching funded either by the 
MOE, China or by the University. This seemed to indicate that teachers in the 
University were not only experienced in ICT-related teaching but in research. 
Lastly, as a former staff member who had worked for over 10 years in the 
University, and built strong relationships with the staff in the CED. it was 
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relatively easy for the researcher to gain access to the department for data 
collection, and obtain support from the department leader and the potential 
participants. The next section discusses the selection of participants at different 
levels. 
4.4 Selection of participants 
A research sample is defined by Bryman (2004) as 'the segment of the 
population that is selected for investigation' (p.87). It is a subset of the 
population. Sampling may be based on a probability or a non-probability 
approach. In probability or random sampling 'it is possible to specify the 
probability that any person, school, college or other unit on which the research is 
based will be included in the sample' (Creswell, 2005:60). In non-probability 
sampling, on the other hand, it is impossible to state the probability of a unit 
being included. Non-probability sampling includes purposive sampling (Cohen 
& Manion, 1994). According to Creswell (2003), purposive sampling, as its 
name implies, refers to a sampling process in which the sample is selected by 
the researcher with a specific purpose in mind. That means the researcher would 
usually have specific predefined objects such as individuals or groups they are 
seeking. In exploratory research, most sampling methods are purposive in nature 
because we usually approach the sampling problem with a specific plan in mind 
(Aldridge & Levine, 2001). This study adopted a purposive sampling method. 
The samples chosen for each research methods will be discussed in the 
following subsections. 
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4.4.1 The questionnaire sample 
Purposive sampling can be very useful for situations where a targeted sample 
needs to be reached quickly and where sampling for proportionality is not the 
primary concern. Doubts have been expressed about the generalisability of the 
findings of this kind of sampling (Bryman, 2004; Denscombe, 2007), since they 
depend on researchers' sUbjective judgement. However, this study aimed to 
obtain a deeper understanding of ICT implementation in a particular context 
rather than to generalise from findings, and this approach therefore seemed 
appropriate. 
The sample size depends on the purpose of the research. This research aimed to 
understand EFL teachers' uptake of ICT use in their teaching and current ICT-
related CPO policies and practices in the participating university. This required 
an in-depth case study; but given the obvious constraints of doctoral study, 
careful selection of participants was necessary. Given that the background to the 
research was national College English reform, the decision was taken to select 
for study only the 89 teachers who taught College English (an English course for 
non-English majors). They were asked to complete the questionnaire at the first 
stage of the fieldwork. 
4.4.2 The classroom teaching sample 
In the second stage of fieldwork, the study adopted various research techniques 
as part of a broadly qualitative approach, namely, classroom observation, semi-
structured interview and focus group, to attain triangulation of method. 
Although 44 out of the 78 teachers who had completed the questionnaire had 
expressed their willingness to give further support, such as involvement in 
classroom observation, participation in an individual interview or focus group, 
practical considerations necessitated the selection of a smaller sample and 12 
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teachers were finally selected for more comprehensive study. There were five 
criteria for the selection of these 12 teachers: gender, age, academic title, years 
of teaching and College English teaching reform systems used (see Appendix 4). 
The following shows how this sample related to the large group of 78 in respect 
of these aspects. 
The gender proportion of language teachers in China is always unbalanced; 
normally female teachers outnumber males in Schools of foreign languages in 
Chinese universities. The selected institution is no exception. The gender 
distribution of the 12 samples, male (16.7%) and female (83.3%), closely 
corresponds to that of the total population who completed in the questionnaire 
(male, 14.1 %; female, 85.9%). 
The sample was less stratified in age categories because only 17 teachers 
volunteered to participate in both classroom observation and interviews. 
Expressed as percentages, the respective proportions of the 12 subjects selected 
in each age category compared to the total population of 78 were as follows; the 
total 78 were: 22-25, null (discussed in 5.2.1); 26-29,16.7% and 10.3%; 30-39, 
50% and 48.7%; 40-49, 16.7% and 28.20/0; over 50, 16.7% and 12.8%. In short, 
although the 40-49 year-olds were under-represented in the sample, and the 
younger teachers (26-29) were a little over-represented, the remaining subjects 
were broadly representative of their age groups. 
In terms of academic status, qualified teachers fall into four categories In 
Chinese HEls: teaching assistant, lecturer, associate professor and professor. 
Taking into account the distribution of academic titles across the total of 78 
teachers, the researcher selected from the volunteers one teaching assistant, 
seven lecturers, three associate professors and one professor to participate In 
classroom observation and individual interviews. 
Teaching experience is a key factor affecting teachers' attitudes towards ICT 
pedagogy and their use of ICT, and age was used as a basis for determining this. 
The profile of the sample, by years of teaching experience. was as follows: 1-2 
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years (8.3%), 3-5 years (25%), 6-10 years (8.3%), 11-15 years (25%), 16-20 
years (0%) and over 20 years (33.3%). The sample was not highly representative 
of the total population in the Department, for of the seven teachers (out of the 
total of 78) with 16-20 years' teaching experience, none was willing to 
cooperate further with the research. 
A similar problem occurred with the software teaching systems used by the 12 
teachers (see Table 4.1). 
Table 4.1 Teaching reform systems used by the 12-teacher sample 
Yalid Cumulative 
Frequency Percent Percent Percent 
Experiencing College 3 25.0 25.0 25.0 English 
New Era Interactive 3 25.0 25.0 50.0 English 
New Concept College 6 50.0 50.0 100.0 English 
Total 12 100.0 100.0 I 
'New Perspective College English' is not listed in Table 4.1 because although 
there were nine teachers who used this textbook and YCD, none of them were 
willing to be observed. 
4.4.3 The management and administrative staff sample 
CPD for EFL teachers is a rather complicated process. It not only involves 
teachers, but other related functional departments and staff are inevitably 
involved. In addition, this study started in the context of Chinese national 
teaching reform, and in order to maintain the smooth implementation of this 
innovation, multi-departmental management was a necessity. Therefore. it was 
natural to go into related management departments or offices such as the 
Personnel Department, the Academic Affairs Office (AAO), the Modern 
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Educational Technology Centre (METC) and the College English Department 
(CED) for in-depth data. 
The reason for seeking access to the Personnel Department was the critical role 
the Department plays in the University in relation to its overall management of 
teachers and administrative staff in the University, especially its function of 
faculty training. To be more specific, it is responsible for the recruitment of new 
teachers and the deployment of unqualified teachers, pre-service and in-service 
teacher training and the form and execution of relevant policies. 
The AAO is responsible for teaching, research and innovation, and the 
management of teaching facilities, although specific responsibility for day to 
day use and maintenance of the latter falls to an affiliated centre: the Modern 
Educational Technology Centre. 
The director of the CED was interviewed because he was seen as a key link 
between the University and EFL teachers. He was responsible for passing 
related policies about English teaching reform from the University to teachers; 
he was also in charge of selecting textbooks for non-English college students 
and had a limited role in the process of recommending EFL teachers for CPD. 
Thus, besides EFL teachers, management staff including the Personnel 
Department Chief, the Dean of AAO and the Director of the CED were asked to 
take part in semi-structured interviews. With regard to the participation and 
support of IT coordinators in the context of ICT use in language teaching, an IT 
coordinator in METC and a language lab technician were also asked for their 
views about the reform. 
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4.4.4 The student sample 
Students cannot be neglected in such a big change, so non-English majors from 
different schools under the University were invited to student focus groups to 
express their ideas and attitudes towards the integration of leT in English 
teaching and learning. At the time of the fieldwork, September-December 2007, 
over 10,000 students were taking College English courses in their first and 
second year. Taking into account that the teachers for observation and interview 
were teaching different students from different schools, the researcher thought it 
appropriate to invite the students of these 12 teachers for focus groups. Firstly, 
they were of different majors, both in arts and science. Secondly, while their 
English teachers' classes were observed for at least two hours, the students' 
behaviour was observed as well. It was thus possible to compare what the 
students said with what the teachers said about their English teaching and 
learning. Moreover, the researcher could compare what she had seen to what she 
heard from informants. Since 'New Era Interactive English' teaching system 
was the only system thoroughly used to fulfill the aim of the College English 
teaching reform, the views of students who were involved in using this system 
were extremely important. Therefore, one student focus group was composed of 
six students using this system. Another six students from different schools 
participated in the second student focus group. 10 students out of 12 were from 
year 2006 and year 2007 (first-year and second-year students), two were third-
year students. Five were girls, reflecting the gender distribution of the total 
student population in the University. Demographic information about the student 
focus groups is shown below: 
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Table 4.2 Composition of student focus groups 
Student focus Gender 
group A, B 
Grade Major Systems used 
Al male I Software College English, 
New Version & 
System III 
A2 male I Maths College English, 
New Version & 
System III 
A3 male 3 Civil engineering College English, 
New Version & 
System III 
A4 female I Arts College English, 
New Version & 
System III 
A5 female 2 Chinese language System I & System 
and literature III 
A6 female 3 Physics System 1& System 
III 
BI male I Material SCIence System II 
& engineering 
B2 male I Material science System II 
& engineering 
B3 male I Material SCIence System II 
& engineering 
B4 male 2 Chemistry System II 
B5 female I Material SCIence System II 
& engineering 
86 female 2 Chemistry System II 
4.5 Methods design 
From the discussion in 4.2.1, it is clear that mixed methods of data collection 
help the researcher 'to see things from different perspectives and to understand 
the topic in a more rounded and complete fashion than would be the case has the 
data been drawn from just one method' (Denscombe, 2003:84), and to build up a 
more detailed picture of the issues under investigation. 
The study began with a small-scale questionnaire survey, which provided a 
basic understanding of EFL teachers' attitudes towards ICT use. However. 
questionnaires can only supply an overview of the phenomenon; more specific 
methods were needed to go into detail and obtain data underneath the context. 
Based on the information gathered from questionnaires, later classroom 
observation of the actual use of ICT, individual interviews with management 
staff, an IT-coordinator, a language lab technician and English teachers, and 
focus groups with teachers and students were used so that an overall picture 
could be established and triangulation of methods and sources could be achieved. 
Figure 4.1 shows the three research questions and corresponding approaches 
used. 
Research Question 1: 
what are EFL teachers' 
attitudes towards ICT 
use in teaching & the 
College English reform? 
Research Question 2: 
what IS the profile of the 
implementation of the 
reform? 
Research Question 3: 
what are EFL teachers' 
experiences of CPO? 
How has CPO met their 
needs? 
Questionnaires for teachers 
Interviews With teachers 
Focus groups with teachers 
Classroom observation 
with teachers 
With the AcademIC 
Affairs Office Dean 
Interviews , with the College English Dept Director 
Focus groups 
with a language lab assistant 
With an IT coordinator 
with teachers 
with students 
Questionnaires for teachers 
Interviews 
Focus groups 
With teachers 
with the Personnel Dept. Chief 
With the Academic Affairs 
Office Dean 
with the College English 
Dept. Director 
with teachers 
Figure 4.1 Research questions & approaches 
The following subsections discuss the rationale for and design of these 
instruments. 
4.5.1 The questionnaire 
Aliaga and Gunderson (2002, cited in Muijs, 2004: 1) describe what we mean by 
quantitative research methods very well: quantitative research explains 
'phenomena by collecting numerical data that are analysed using mathematically 
based methods (in particular, statistics),. Quantitative research is especially 
suited to the testing of hypotheses (Cohen et aI., 2000; Bryman, 200 I; Muijs, 
2004; Bryman, 2004). In quantitative methods, a questionnaire survey aims to 
collect a substantial amount of data and draw conclusions about the 
phenomenon under investigation (Bush, 2003). Moreover, questionnaires are 
regarded as a good way of collecting certain types of information quickly and 
relatively economically in terms of materials, money and time. Another 
advantage of questionnaires is that they are easier to manage compared with 
other research techniques. 
In general, questionnaires in closed form supply rather standardized answers and 
are comparatively straightforward to code and analyse. Since all respondents are 
posed exactly the same questions, it is easy and quick for them to fill out. At the 
same time, it offers the advantage of being relatively objective as it keeps the 
respondents on the subject (Cohen et aI., 2000; Bryman, 2004). On the other 
hand, closed questions leave no chance for respondents to add remarks or 
explanations to the categories; therefore, the categories might not be exhaustive 
and might be biased in some respect (Cohen et aI., 2000). Questionnaires in 
open form are not restricted, and they enable respondents to give a free response 
in their own words; they allow respondents to explain and qualify their 
responses. Open questions offer the chance to achieve authenticity, richness and 
depth of response (ibid). However, they bring the disadvantages of being 
difficult to code. classify, interpret and summarise (Cohen et aI., 2000; Bryman, 
2004). 
Questionnaires which include closed and open questions are commonly used in 
social science to serve different purposes. Precise written questions are 
formulated and then sent out to find answers to the issues that are of interest 
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(Blaxter et aI., 2006). This is not as simple as it might seem. There are a number 
of issues to be considered when wording questions. When a questionnaire is not 
well laid out or appropriately presented, it is unlikely to get an adequate, high 
level of response. Because the researcher may not be present as the data are 
collected, the design and testing of a questionnaire are vital components of the 
promise of reliability (Bush, 2003). 
In this study, with regard to the first research question (what are EFL teachers' 
attitudes towards the adoption of ICT in language teaching (lCT pedagogy) and 
the wider context - the College English teaching reform in China?) a 
questionnaire survey was felt to be appropriate for its ability to collect, code and 
analyse data on a certain scale. The survey aimed to present a brief description 
of how ICT was used by EFL teachers in this university to implement the 
national College English reform and what their general attitudes were towards 
the key requirement of the new curriculum. Respondents' answers to the 
questionnaires would also provide a better sense of focus in terms of the key 
issues associated with ICT use and ICT -related CPO for the later classroom 
observations and interviews. 
The questionnaire was first designed in English and then translated into Chinese 
in order to guarantee accurate understanding of the contents. The drafting of the 
questionnaire was a long and careful process. I referred to some scholars' 
questionnaire surveys (e.g. that of Tony Fisher, Ling Hu) and designed my own 
based on part of them. The draft was sent to my supervisor and other teachers 
with similar background for checking. After having obtained feedback. I revised 
the wording and improved the layout many times in order to achieve clarity, 
concreteness, and completeness. With the purpose of checking understanding of 
the questions from the participants' point of view, a draft was sent to three 
Chinese tertiary-level EFL teachers for piloting. All were teachers in Chinese 
higher education pursuing a PhD or MA in the UK. They first completed the 
questionnaire. and then offered valuable suggestions for improvement (e.g. time 
needed for completion, the length of the questionnaire, words used in each 
question, etc.). 
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Two types of questions were mainly used in the questionnaire, closed and 
multiple-choice questions, a few of them with one open question at the very end 
(see Appendix 5). No other open questions were used because from the feedback 
of pilot study participants, this type of question would make too great a demand 
on the respondents in terms of time and energy, thus affecting the return rate. 
Altogether, the questionnaire consisted of 30 questions which were divided into 
three sections under the following headings: 
• Personal Information 
• Uptake of ICT by English teachers 
• Attitudes towards ICT use in English teaching 
Part 1 (15 questions) focused on collecting basic information about the 
respondents in terms of their name, age, gender, years of teaching experience, 
academic title, experience of computer use, relevant leT competency 
certificate, and their involvement in the national College English reform. The 
purpose of collecting such information was to provide some necessary 
parameters that could be used as criteria to quantify the data generated by later 
questions. In other words, these items were to serve as variables in terms of 
which data generated from the following questions could be analyzed. 
As indicated above, Part 2 (9 questions) concentrated on the existing ICT skills 
and knowledge that EFL teachers had. Its purpose was to examine barriers to 
EFL teachers' ICT use, benefits of ICT development and support from the 
institution; and to look at English teachers' past ICT -related training 
programmes and how they undertook related CPD. 
The purpose of Part 3 (6 questions) was to identify EFL teachers' attitudes 
towards ICT use in English teaching. It consisted of three subsections, namely, 
1) general attitudes towards innovation ( 6 statements); 2) views about 
participation in the national teaching reform systems (8 statements): 3) attitudes 
towards effects of, and use of, ICT in education (7 statements). A Likert scale 
was used to elicit responses to these 21 statements. 
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The questionnaire survey aimed to present a brief description of the current 
situation regarding the uptake of ICT by EFL teachers in a selected HE!. More 
specifically, it aimed to discover how ICT was being used by these teachers 
during the implementation stage of the Chinese national College English reform 
and what their general attitudes were towards the integration of ICT in language 
teaching - a requirement of the new national English teaching syllabus and 
curriculum. 
4.5.2 Classroom observation 
Observation may be regarded as the basic tool in classroom research. As a 
research method, observation is powerful, flexible and real because it can: 
• give direct access and insights into complex social interactions 
and physical settings; 
• give permanent and systematic records of interactions and 
settings; 
• be 'context sensitive and ecologically valid' (Denscombe, 
1998: 156); 
• enrich and supplement data gathered by other techniques 
(allowing triangulation and thus increasing reliability); 
• use very varied techniques, yielding different types of data and 
with the potential to be widely applied in different contexts; and 
• be used to address a variety of types of research questions. 
(Moyles, 2003: 174) 
Observation can be either overt or covert; the observer can be the complete 
observer, the observer-as-participant, the participant-as-observer and the 
complete participant (some researchers divide these roles into participant, non-
participant and semi-participant observation) (Cohen et aI., 2000; Moyles, 2003). 
My role as a researcher was as a non-participant observer. Non-participant 
observation describes a situation in which the observer just observes what is 
going on in the setting but does not participate in it (Bryman, 200 I). Non-
participants usually enter the 'scene' of the research with knowledge of what to 
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observe and why to observe (Moyles, 2003). My first purpose was to check 
whether the leT facilities available in each classroom agreed with the data 
emerging from the questionnaire survey and informants' descriptions in later 
interviews. Moreover, I wanted to identify how EFL teachers integrated leT in 
English teaching in natural and real settings and how students were involved in 
leT-integrated language learning. 
Observation can be structured, semi-structured or unstructured (Wragg, 1999; 
Moyles, 2003; Bryman, 2004). Structured observation is also called systematic 
observation, in which 'the researcher employs explicitly formulated rules for the 
observation and recording of behaviour'; an observation schedule is used to 
observe participants for a predetermined period of time using the same rules. In 
unstructured observation no observation schedule is used but a detailed record is 
kept with the aim of developing a narrative account of participants' behaviour 
(Bryman, 2001: 162-163). Structured observation has been criticised as being 
subjective and biased (Bell, 1999; Patton, 2002; Bryman, 2004). A researcher 
might therefore structure the observation partly, making audio-recordings and 
taking field notes at the same time (Moyles, 2003). I adopted semi-structured 
observation to identify specific use or non-use of leT by EFL teachers and 
students in English classrooms with a pre-determined agenda so that I could 
have control of the data being collected; at the same time, the flexibility in semi-
structured observation left me some opportunities for gathering data which 
emerged unexpectedly in certain classrooms and were of great value in 
answering the research questions. 
Hence, in my classroom observation, a class observation summary sheet (see 
Appendix 7 & 8) and a commentary sheet (see Appendix 9 & 10) were 
developed to guide the observation process and at the same time provide a 
descriptive account of what happened. The summary sheet included details of 
the specific context such as teacher's name, students' level, major, number, 
course name, time period, textbook and software-teaching system used. lesson 
theme, lesson sequence, types of leT available in the classroom, types of leT 
used and the layout of the room. During observations. a record of events was 
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kept every five minutes using the commentary sheet to provide a relatively 
objective description of the teacher's use or non-use of ICT, the purpose of ICT 
use, and the classroom activities. 
In order to gather more reliable data, researchers are recommended to record 
what they see by making field notes, and/or to use audio or video recording 
(Moyles, 2003). In my classroom observation, a digital video camera was placed 
at the back of the classroom to gather 'live', reliable data from 'live' situations 
so that the observer could reflect and compare with what was recorded in field 
notes. In China, interviewees or participants tend to be unwilling to be recorded 
and generally behave very cautiously and differently in the presence of a camera 
(Zhang, 2008). Video recording normally takes place after teachers have a 
chance to rehearse their teaching and when they feel confident when being video 
recorded, such as in a public teaching presentation. In that case, teachers know 
about the purpose of that recording very well. When teachers are asked to video 
their class, however, they are worried about how that recording will be used 
since it may leave evidence on the basis of which negative judgments may be 
made. Therefore, video recording is regarded as a threat to their 'face' or their 
future. Nevertheless, I successfully persuaded teachers and students involved in 
classroom observation to accept digital video. Since all the teachers and students 
had been well-informed that my focus was on the use of ICT facilities rather 
than how well they behaved in teaching and learning practice, they felt relaxed 
and behaved normally, so far as I could judge, when they were observed. 
Altogether 26 observations were carried out - 10 teachers were observed twice 
and two teachers three times, each time for one class hour (45 minutes). The 
observational data was used in a supplementary fashion (see Chapter 5), 
together with the other main data collected by questionnaire survey, individual 
interviews and focus groups. 
One consideration in observation is that the presence of an observer may alter 
behaviour of the observed and lead to 'observer effects' (Cohen et at. 2003; 
Moyles. 2003). In order to avoid observer effects as much as possible. I took 
certain measures, such as avoiding eye-contact with the participants and wearing 
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unobtrusive clothing. I also chose my seat carefully. In most cases, I just crept 
into the classroom or language lab and sat in the back row or hid in a comer so 
that I was nearly 'invisible'. A further concern in observation is that data may 
be filtered through the researcher, which leads to difficulty in checking the 
reliability of data (Wragg, 1999; Denscombe, 2003). Gruyks (2003) indicates 
that researchers should present the readers of research with sufficient 
information, so that they can decide whether the findings of the researchers are 
adequately supported. In this study, J used both detailed field notes and video-
recording in my observation to cope with these issues. 
Classroom observation serves as a very important and useful research tool in my 
study. It allowed the gathering of rich data concerning the use of ICT in natural 
classroom settings through my own eyes and at the same time, through a camera 
lens. Just as Lim & Hang (2003:59) state, data sought naturally can better 
describe and help us understand what goes on in a particular context and 'can 
improve the provision of clues and pointers to other layers of reality', my 
classroom observation directly recorded what EFL teachers did (with ICT or 
without ICT). With this method, I have obtained natural and real data that could 
not have been obtained by other methods. 
In summary, observation not only facilitated the collection of rich data in natural 
and real settings, it also helped to generate and refine questions to be used in 
interviews with teachers and students regarding an observed behaviour or action 
(Coleman & Briggs, 2003; Lim & Chai, 2004). Because of the issue of 
interpreting what is observed and of potential observer bias, observation is 
probably most effective when combined with other forms of data gathering, 
such as questionnaires or interviews because this allows findings to be validated 
through triangulation (Moyles, 2003). With respect to the current study, it was 
expected that from observation the researcher would be able to identify how ICT 
was integrated in language classrooms and the experiences of the teachers and 
students involved. It was also necessary, however, to take into account the way 
the teachers interpreted and understood their use of ICT in practice. and 
interviews. which could explain certain behaviours or actions (such as a 
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teacher's choice of a certain ICT type in class), were used for this purpose. 
4.5.3 Semi-structured interviews 
As a research method, interviews are seen as being able 'to gain explanations 
and information on material that is not directly accessible: perceptions, attitudes 
and values, matters which are difficult to obtain by alternative methods' 
(Partington, 2001 :33) and to 'explore areas of broad cultural consensus and 
people's '" special understanding' (Oenscombe, 2003:4). Bell (1999:135) 
points out that 'a skilful interviewer can follow up ideas, probe responses and 
investigate motives and feelings, which the questionnaire can never do'. The 
interviews allow participants to recount activities or incidents that have not been 
observed and thus can supplement observation data (Lim & Hang, 2003). 
Robson (1993) classifies interviews in three fonnats: a structured interview, 
which is conducted with a pre-determ ined standardized set of questions; a semi-
structured interview, in which the interviewer introduces the topics and then 
guides the process by asking questions that can be modified; and open-ended 
interviews, in which the interviewer raises certain topics but has few specific 
questions. Interviews can be conducted by different fonns (individual or group) 
in different ways such as face-to-face or telephone interviewing. Therefore, 
interviewing is a flexible tool of data collection. The type of interview selected, 
however, should be aligned with the strategy, aims and research questions 
(Punch, 1998). 
This study used face-to-face semi-structured interviews because they could yield 
infonnation on EFL teachers' attitudes toward ICT use in EL T, their perceptions 
of the national refonn, and their CPO experiences; they also allowed the 
interviewer to gain opinions from the management and administrative staff on 
the implementation of the reform and explanations of relevant leT and CPO 
policies adopted. Moreover, in the face-to-face interview. the interviewees were 
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more likely to answer the questions in their own words, and the interviewer 
could respond by prompt questions to elicit the interviewee's clarification or 
expansion of the answers. In a word, semi-structured interviews helped obtain a 
variety of kinds of information I needed to answer my research questions. 
Although semi-structured interviews potentially have great exploratory power in 
exploring in some depth people's viewpoints or opinions, interviewing people 
always takes a lot of time. In addition, interviewing requires skill on the part of 
the interviewer, for 'an interview is not a conversation' (Drever, 1995:4). It is 
difficult for new researchers to take notes and maintain the flow. To avoid 
leading questions is another challenge. How to stick to the interview schedule is 
also a problem. That means inexperienced interviewers may not have total 
control over the process. All these difficulties need time and practice for novice 
researchers at the very beginning. So researchers should carefully formulate the 
questions used and practise, if possible. 
Keeping these points in mind, I formulated the questions carefully, discussed 
these with my supervisor and revised them many times in order to avoid 
problems such as leading questions. An interview schedule was then piloted 
with a Chinese EFL teacher sharing a similar background. Some questions were 
revised subsequently, the wording being improved to avoid vague expression. 
This was also a useful experience in learning how to control the process. 
A second concern in relation to interviews is data quality. According to Patton 
(2002), it is difficult for the interviewer to share the private world of the 
interviewee. Interviewees can 'fabricate tales of self that belie actual facts' 
(Denzin, 1989: 114). It is therefore important to establish empathy and rapport 
with those being interviewed 'if respondents are to disclose information to 
interviewers and ideally this is done over a period of time' (Denzin, 1989; 
Partington, 2001). In order to establish empathy and rapport with the 
interviewees, I asked friends in the University to introduce me to them, prepared 
small gifts and tried to accommodate interviewees' preferences (e.g. the time 
and venue they preferred). At the same time, all the interviews were recorded 
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with a digital recorder for later data sorting and analysis. 
The interviews were conducted with teachers after the observation of their 
lessons. The aim was to explore their attitudes towards leT use in English 
classes, their perceptions of the College English reform, which recommended 
the integration of ICT in English teaching and learning, and their understanding 
of current ICT -related CPD policies and their experiences of these. The 
interview was structured in two parts: Part A and Part B (see Appendix 11). 
Part A (7 questions) focused on teachers' ICT use in teaching, their 
understanding of the difference ICT had made to their teaching; who had 
influenced their use of ICT; the problems and barriers they had met and how 
they had tried to solve them; how they had gained leT knowledge and skills and 
their expected ways of ICT use in teaching. Part B (5 questions) concentrated 
on their ICT -related CPD experiences in the context of the national reform, e.g. 
relevant support from the University, training opportunities, their CPD needs, 
their perception of what CPD forms/models would help them implement leT-
enhanced teaching. 
Management and administrative staff, including the Head of the Personnel 
Department, staff in the AAO, the CED Director, an IT-coordinator and a 
language lab technician were also interviewed. Protocols for semi-structured 
interviews with management and administrative staff can be seen in Appendix 9. 
By interviewing the management staff, I tried to find out how these units 
supported EFL teachers' CPD in relation to ICT and their understanding of the 
national reform, the problems and difficulties they had met and the worries they 
had in the current situation. By interviewing the administrative staff, I tried to 
identify teachers' and students' problems and difficulties in using ICT in 
language teaching and learning from another angle and seek advice and 
suggestions from them. 
Besides the individual interviews with teachers, management and administrative 
staff, focus groups were also held which involved both teachers and students 
(see 4.5.4 below). 
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4.5.4 Focus groups 
Focus groups, as a research method, 
... are a form of group interview that capitalizes on communication 
betwee.n res:arch participants in order to generate data. Although 
group intervIews are often used simply as a quick and convenient 
way to collect data from several people simultaneously, focus 
groups use explicitly group interaction as part of the method. This 
means that instead of the researcher asking each person to respond to 
a question in tum, people are encouraged to talk to one another: 
asking questions, exchanging anecdotes and commenting on each 
other's experiences and points of view. 
(Kitzinger, 1995:299) 
Kitzinger's definition of focus groups emphasises that this kind of group 
interviews rely not on a question-and-answer format of interview but on the 
interaction within the group. This elicits more viewpoints as participants 
struggle to understand how others interpret key terms or ideas and debate issues 
raised. As a general rule, focus groups are viewed as a particularly useful tool to 
explore people's knowledge and experiences, to examine both people's thoughts 
and the reasons behind those thoughts, and to effectively explore the attitudes 
and needs of staff (Kitzinger, 1995). The strength of the focus group technique 
is that it enables a group of individuals to share their views in a non-threatening 
environment, with the goal of learning about the factors that dictate a particular 
action or attitude (Greenbaum, 2000). There are several reasons for researchers 
to make use of focus groups in a study. As in semi-structured interviews, a focus 
group is able to elicit in-depth data with certain controls over the topics and 
boundaries of the content. Second, it provides flexibility to the interviewees to 
answer questions as fully as they want to (Robson, 1993; Denscombe, 2003). 
Moreover, if participants are students, they may feel more at ease when they are 
in a group, especially if the other students are classmates or close friends (Lim 
& Chai, 2004). There are, however, some concerns about applying focus groups 
to a study. The first concern is about reliability. Data collected via intervie\\' 
methods are 'unique owing to the specific context and the specific individuals 
involved' (Denscombe, 2003: 137). Just like individual interviews, it is also 
relatively hard to generalise from focus group findings. This means that a 
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researcher must be cautious in making claims about the representativeness of 
participants' responses. It is therefore suggested that the outcomes be seen only 
as insights into the practice of a small number of academics in a particular 
university, at a specific point of time (Arksey & Knight, 1999; Patton, 2002). 
In the study reported here, I invited 12 English teachers to take part in focus 
groups; they were then divided into two smaller groups of six. Similarly, 12 
non-English major students were divided into two 6-member groups. Before the 
focus group, an invitation letter was sent out with a list of topics and questions 
to guide the group discussion. In the teacher focus group, in order to obtain a 
deeper and more thorough understanding of the relationship between teachers' 
attitudes towards ICT use in teaching required by the reform, their teaching 
practice, and the current ICT -related CPD policies and practices, three issues 
were discussed: 1) the impact of the national College English reform; 2) support 
from the University; 3) their expectations of CPD and their CPD practices. In 
the student focus group, with the aim of gaining further understanding of the 
application of ICT by teachers from students' points of view and students' use 
of ICT in language learning, three issues were covered: I) ICT -integrated 
English teaching; 2) student use of ICT for English learning, and 3) students' 
expectation of ICT use in language education. 
In order to create a relaxed atmosphere, the focus groups were arranged in a 
comfortable air-conditioned room and at a time convenient for participants; tea 
and snacks were provided. All focus groups were recorded with a digital 
recorder. 
To sum up, in terms of methods design in this research, a questionnaire survey 
was first used to build up a profile ofEFL teachers' attitudes towards leT use in 
their own teaching; classroom observation then helped the researcher get a real 
and in-depth understanding of teachers' practical integration of ICT in their 
teaching; and semi-structured interviews and focus groups were used to compare 
what had been observed with what had been heard, and to explore the current 
CPO policies and practices from different dimensions. 
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4.5.5 Reliability, validity & triangulation 
4.5.5.1 Reliability 
Reliability and validity are regarded as the key tests in judging the adequacy of 
research. Reliability refers to the consistency of a measure of a concept (Bryman, 
2004). It relates to the probability that by repeating a research procedure or 
method identical or similar results would be produced (Bush, 2003). Reliability 
is regarded as 'a synonym for consistency and replicability over time, over 
instruments and over groups of respondents' (Cohen et al. 2000: 117) and is 
associated particularly with quantitative research (Bryman, 2008). Three 
prominent factors are involved in determining whether a measure is reliable or 
not: stability, internal reliability and inter-observer consistency (Bryman. 2004). 
Stability considers whether a measure is stable over time. Internal reliability 
concerns whether respondents' scores on one indicator are related to the scores 
on other indicators. Inter-observer consistency refers to whether members of the 
research team agree about what they see and hear. 
The concept of reliability can be applied to different research methods. For 
instance, Johnson (1994: 13) describes reliability in surveys as 'eliciting 
equivalent information from an identified population'. The results of a 
questionnaire, for instance, can be compared with other sources or the pilot 
study (Bush, 2003). In interviews, there is a need to ensure that, when two 
interviewers use the same schedule or procedure, they get similar results; or an 
interviewer obtains a similar picture using the procedures on different occasions 
(Wragg, 2003). In single-handed research when the interviewer and the 
researcher are the same person, reliability depends on a highly structured 
instrument. In a semi-structured approach, reliability may be compromised 
(Bush, 2003). 
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4.5.5.2 Validity 
The concept of validity is used to judge 'whether the research accurately 
describes the phenomenon which it is intended to describe' (Bush, 2003:65). 
There are several different types of validity identified by writers on research 
methods in education such as descriptive validity, interpretive validity. 
theoretical validity, evaluative validity (Maxwell, 1992, cited in Cohen et aI., 
2000); face validity, concurrent validity, predictive validity, construct validity. 
and convergent validity (Bryman, 2004). The main distinction is between 
internal and external validity, the two types which can be addressed in both 
qualitative and quantitative methods (Cohen et aI., 2000; Bush, 2003). 
Internal validity, according to Cohen et al. (2000), seeks to 'demonstrate that the 
explanation of a particular event, issue or set of data which a piece of research 
provides can actually be sustained by the data' (p.I07); it relates to 'the extent 
that research findings accurately represent the phenomenon under investigation' 
(Bush, 2003:66). Achieving internal validity is not easy, of course. In relation to 
survey research, for instance, Cohen & Manion (1994:99-101) indicate two 
potential causes of invalidity: 
1. Respondents may not complete questionnaires accurately. 
2. Those who fail to return questionnaires may have 
responded differently to those who did so. 
In interviews, the main potential source of invalidity is bias. Cohen & Manion 
(1994) point out that the characteristics of the interviewer, the respondent, and 
the substantive content of the questions are all possible sources of bias for bias. 
In observation, researchers may also display bias (Bush, 2003). It is easy for 
them to make unconscious and subconscious judgments in interpreting data, 
which put validity of outcomes at risk. It is advisable to keep an objective record. 
such as video or audio recordings or photographs to improve validity (Coleman 
& Briggs, 2003). However, potential limitations cannot be entirely avoided; for 
example, interpretation is still a problem, as is selectivity. 
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External validity refers to 'the extent to which findings from research can be 
usefully generalised' (Brock-Utne, 1996:617). When different and contrasting 
methods of data collection yield identical results on the same research subjects, 
findings may be judged valid (Bloor, 1997). 
Yin (2003) applies the concepts of reliability and validity to case study research 
and argues that the goal of reliability and validity in a case study is to minimise 
errors and biases. However, some scholars are sceptical about the application of 
these concepts to qualitative methods (Lincoln & Guba, 1985; Guba & Lincoln. 
1994; Brock-Utne, 1996; Denzin & Lincoln, 1998; Patton. 2002; Bush, 2003). 
For instance, case study may be criticized in terms of its ability to produce 
generalisation for it does not match the survey approach (Bush, 2003). As a 
response to this, Lincoln & Guba (1985) and Guba & Lincoln (1994) have 
suggested four trustworthiness criteria for assessing a qualitative study: 
credibility, transferability, dependability and contirmability. 
Credibility involves establishing credible or believable results from the 
perspective of the participant in the qualitative research (Lincoln & Guba, 1985). 
It depends more on the richness of the information gathered and the analytical 
capability of the researcher than on sample size (Patton, 2002). Techniques such 
as prolonged engagement, persistent observation, member checking and 
triangulation can help address credibility (Lincoln & Guba, 1985). 
Because qualitative research typically entails intensive study of a small group or 
of individuals, instead of external validity or generalisability, transferability is 
used to refer to the degree to which the results of qualitative research can be 
transferred to other contexts or the degree of similarity between the research 
context and the context to which it can be transferred (ibid). Guba and Lincoln 
argue that thorough description of the research context can enable others to 
make judgements about the possible transferability of findings to other 
situations (Bryman, 2001). 
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As a parallel to reliability in quantitative research, Guba and Lincoln propose 
the concept of dependability. They argue that researchers can enhance 
dependability by adopting an 'auditing approach', which involves complete 
record-keeping of all phases of the research process in an accessible manner 
(ibid). 
Conjirmability, which parallels objectivity, refers to the fact that the researcher 
in qualitative research should show they have 'acted in good faith', not allowing 
'personal values or theoretical inclinations manifestly to sway the conduct of the 
research and the findings deriving from it' (Bryman, 200 1:276). 
In my study, in order to increase reliability and validity, I adopted many 
measures. For instance, in order to reduce errors in questionnaires, I carried out 
a pilot study and revised the questionnaires following this (see 4.5.1). The 
validity of the questionnaire findings and of individual interviews, focus groups 
and observations were investigated by cross-checking (see Chapter 5). The 
concepts of reliability and validity may be relevant to some parts of my data (the 
questionnaire survey), but they are not so relevant to my qualitative data 
(observation, interview and focus group). Therefore, I feel that Lincoln & 
Guba's (1985) trustworthiness criteria may be more appropriate to these aspects 
of my study. In order to enhance trustworthiness, I used a number of methods. 
For instance, with the aim of avoiding bias in observation, I made detailed field 
notes and used a video camera to record what really happened in classrooms 
(see 4.5.2). Both individual interviews and focus group were audio-recorded to 
compensate for any limitations of the interviewer's memory; recording allows 
more thorough examinations of what people say and permits repeated 
examinations of the interviewees' answers (Heritage, 1984:238, cited in Wang, 
2006: 139). At the same time, field notes were made during the interviews and 
focus groups to record the processes that could not be recorded by digital 
recorders. I also presented a detailed description of my research context (see 
Chapter 3) to let readers determine if my findings are applicable to their 
situations. I checked and rechecked the data throughout the study by myself; at 
the same time, I invited participants in my study as auditors to check the 
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transcripts and fieldwork notes to avoid potential bias or distortion. Most 
importantly, I used multiple methods and different sources of data in conducting 
this study (triangulation) to increase credibility. 
4.5.5.3 Triangulation 
Cohen & Manion (1994:233) explain the concept of triangulation in case study 
research as follows: 
Triangulation may be defined as the use of two or more methods 
of data collection in the study of some aspect of human 
behaviour '" The use of multiple methods, or the multi-method 
approach, as it is sometimes called, contrasts with the ubiquitous 
but generally more vulnerable single-method approach that 
characterizes so much of research in the social sciences ... 
triangular techniques in the social sciences attempt to map out, or 
explain more fully, the richness and complexity of human 
behaviour by studying it from more than one standpoint. 
Silverman (1993) has similarly argued that the use of mUltiple methods can 
avoid ambiguity or the partiality of data drawn from a single source. There are 
other ways to use triangulation in research. Triangulation can be employed more 
broadly to refer to an approach using 'multiple observers, theoretical 
perspectives, sources of data and methodologies', but the emphasis has tended to 
be on methods of investigation and sources of data (Bryman, 2004:275). 
Based on Cohen & Manion's definition linking the notion of triangulation to a 
multi-methods approach, Bush (2003:68) classifies triangulation into two main 
types: 
1. Using several methods to explore the same issue 
(methodological triangulation); 
2. Asking the same questions of many different participants 
(respondent triangulation). 
Nisbet & Watt (1984:85, cited in Bush, 2003:69) apply the concept of 
triangulation to case study research: 
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In order to guard against being misled, either in interview or by 
documents, you must check one informant against another, and 
test what they say against any documents which exist. Similarly, 
observations in one context must be checked against others in 
comparable situations. This process is called triangulation. The 
basic principle in data collection for case study is to check your 
data across a variety of methods and a variety of sources. 
Their arguments are supported by Cohen & Manion (1994), who state that 
triangulation may be used in either positivist or interpretive research, but it is 
particularly valuable in case study research. Triangulation is also used to refer to 
a process of cross-checking findings deriving from both quantitative and 
qualitative research (Deacon et aI., 1998). 
This study adopted both quantitative and qualitative methods and sought to 
achieve both methodological triangulation and respondent triangulation. For 
example, in order to explore teachers' attitudes towards leT use, a questionnaire 
survey and interviews were used; in order to understand what the ICT-related 
CPO policy was and how it was executed, the researcher obtained access to EFL 
teachers, management and administrative staff as wel1. Moreover, students' 
voice was also elicited in order to gain a range of insights into ICT-integrated 
English learning and the national teaching reform. 
4.6 Data collection process 
The data collection process started before the researcher went back to China at 
the beginning of September 2007. Both formal and informal contacts were used 
to obtain access for this research. In August 2007, telephone contact was made 
with the school Dean of Foreign Languages, the Director of the College English 
Department. and group leaders of the teaching sections for formal authorisation 
for access and official support. Emails and telephone calls were also used to 
contact teachers in the Department. These unofficial contacts offered the 
advantages of economy and efficiency in the negotiating process. 
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Figure 4.2 shows the process of data collection over the three-month period 
September-November, 2007. 
Data Collection Process 
1 1 1 
Questionnaires 
11/09/07 Classroom observation Interviews 
09/10/07 
1 
T1: 18/09/07; 19/09/07. 
T2: 20/09/07; 30/09/07. 
T3: 26/09/07; 27/09/07. 
T 4: 27/09/07; 20/11/07. 
T5: 25/10/07; 26/10/07. 
T6: 15/10/07; 16/10/07. 
T7: 16/10/07; 24/10/07. 
T8: 18/10/07; 24/10/07. 
T9: 12/10/07; 15/10/07. 
T10: 12/10/07; 17/10/07. 
T11: 10/10/07; 16/10107; 
20/11/07. 
T12: 18/10/07; 22/10/07; 
27/11/07. 
Sep- Nov 07 Sep- Nov 07 
1 
1. Management staff 
Personnel Department Chief: 19/09/07; 
Academic Affairs Office Dean: 21/09/07; 
College English Dept Director. 01/11/07. 
2. Coordinators 
IT coordinator: 21/09/07. 
Language Lab technician: 20/11107. 
3. EFL teachers 
T1: 15/11/07 
T2: 30/09/07 
T3: 27/09107 
T 4: 29/09/07 
T5: 26110107 
T6: 16/10/07 
T7: 24110/07 
T8: 24/10/07 
T9: 21/10/07 
T10: 17/10/07 
T11: 16/10107 
T12: 22/10107 
Figure 4.2 Data collection process 
4.7 Data management and analysis 
1 
Focus groups 
Nov 07 
1 
Focus group 
teachers 
Group A: 06/11107 
Group B: 09/11107 
1 
Focus group 
Students 
Group A: 12111/07 
Group B: 14/11/07 
The data collected is of two types: quantitative and qualitative. The quantitative 
data came from the questionnaire survey. 78 questionnaires were returned; they 
were coded and inputted into SPSS and the statistical analysis software package 
SPSS 14.0 was then employed to analyse the data. Findings emerging from the 
questionnaires would inform the later classroom observations and interviews. 
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The qualitative data derived from classroom observations, individual interviews 
and focus groups. They were in a variety of formats: photographs, videos, 
fieldwork notes and interview transcripts. As discussed earlier in this chapter 
(4.5.2), in order to reduce observer bias and improve the reliability of qualitative 
data, field notes and video recording were used. Altogether nearly 10 hours of 
video recording were obtained. The data obtained from interviews (18) and 
focus groups (4) were audio-recorded. 
According to Denscombe (2007), after data have been prepared and organised, 
the researcher needs to be thoroughly familiar with the data. This means reading 
and re-reading text data, or looking and re-Iooking at image data (photographs 
or videos). The process of transcribing and checking the transcripts and videos 
provided me with an opportunity to get a feel for the data, the details of what 
was said, what was done and what was observed. This process 'provides a 
necessary platform for the coding and categorisation of the data that follows 
during the analysis stage' (Denscombe, 2007:290). 
Having become familiar with the data, the next stage of data analysis is 
interpretation. This involves developing codes, categories, identifying themes 
and developing concepts (Denscombe, 2007). Coding refers to 'classifying all 
the data into analyzable units by creating categories with and from the data 
(Coffey & Atkinson, 1996:26). It is an efficient link between data and our 
concepts and ideas concerning the answer to our research problems. 
Codes/labels in the form of initials or numbers were attached to the original data 
and these were later grouped into categories. Figure 4.3 shows this coding 
process. Based on the research questions, three categories within the data were 
identified and relationships between different categories and themes were 
analysed. An extract of a transcribed interview with coding, which was 
conducted in English, can be seen in Appendix 12. 
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1 1 General attitudes 
1 2 Views about the reform 
1. Attitudes 1 3 Attitudes towards ICT In education 
1 4 Attitudes towards the role of ICT In language teaching 
21 Materials 
2.2 ICT resources 
2 3 ICT knowtedge & skills 
24 Effects 
2. ICT implementation 2 5 1 Overall support 
3. CPO policies & 
practices 
2.5 Support 
2 5.2 Technical support 
2 5 .3 Policy support 
2 5 4 Other support 
2 6 Overall impact 
3 1 Policies 
32 Teachers' perceptions 
3.3 Teachers' needs 
3 2 1 CPO at the national level 
3 2 2 CPO at the provinCial level 
3 2 3 CPO at the Institutional level 
324 CPD at the departmental level 
32 5 CPO at the personal level 
3 3 1 ICT knowledge & skills 
33 21CT pedagogy 
3 3 3 Other CPO needs 
Figure 4.3 Coding process (qualitative data analysis) 
With regard to the language issue, because most interviews were conducted in 
Chinese (one teacher indicated her confidence in expressing her ideas in English 
and volunteered to speak in English in the interview), both the transcription and 
analysis were carried out in the source language to minimise any loss of 
meaning during the analysis phase that could have occurred if the data was 
translated into English. However, after the analysis in Chinese, quotes from the 
interviews and the focus group were translated into English for the purposes of 
discussion and presentation. These translations were checked by several 
colleagues. 
4.8 Ethical issues 
8 fore obtaining access to the research site, a brief statement of the research 
aim and que tions proposed methods of data generation and acce s to 
p ici di u ith my u rvisor and ppro ed by th chool of 
I 
Education Research Ethics coordinator. It was decided that pseudonyms would 
be applied to the participating institution and all staff, teachers and students 
reported in the thesis. 
The participation of management staff, an IT coordinator, EFL teachers and 
students was completely voluntary; they could withdraw freely from the project 
at any time without risk or prejudice; their dignity and interests as research 
participants were respected at all times; and they were assured that no harm 
would result from participating in the research. It was decided that all 
information both about and from participating staff would be handled in ways 
that addressed only issues relevant to this research. 
4.9 Conclusion 
This chapter has described and provided a rationale for the research design and 
methods used. Given the research questions, a case study approach was adopted. 
Within this, four research methods were used. These were questionnaires, 
individual semi-structured interviews, classroom observation and focus group 
discussion for teachers and students. These methods enabled the researcher to 
explore teachers' attitudes and beliefs and to triangulate these with insights from 
students, other categories of staff, and the researcher's own observations. The 
next chapter presents the findings of the study. 
Chapter Five 
Data Analysis and Discussion 
5.1 Introduction 
The previous chapter described the mixed method approach (quantitative: 
questionnaire survey; and qualitative: observation, interview & focus group) to 
answering the research questions. In combination, these approaches provided a 
multidimensional profile of the case study institution. The research questions 
were: 
1. What are EFL teachers' attitudes towards the adoption of ICT in 
language teaching (ICT pedagogy) and the wider context - the 
College English teaching reform in China? 
2. What is the profile of the implementation of College English 
reform at present in relation to the integration of ICT in English 
teaching? 
3. What are EFL teachers' experiences of CPD? How has CPD met 
their needs in relation to the national reform and specifically ICT 
use? 
This chapter offers answers in each of these questions in tum and most of the 
headings used in data analysis resulted from the coding process which has been 
discussed in 4.7 (see Figure 4.3). 
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5.2 Attitudes towards leT use and the reform 
The first research question relates to teachers' attitudes towards ICT use in the 
context of the College English reform in China. This section discusses the 
findings of the first stage of the fieldwork: the questionnaire survey and 
subsequent interviews with 12 teachers and two teacher focus groups. It aims to 
present a brief description based on reported ICT use by College English 
teachers and the general attitudes of these teachers towards ICT in language 
teaching in a particular higher education institution at the time of the study. The 
subsequent analysis focuses on three aspects: 
• demographic information; 
• ICT use by EFL teachers; 
• teachers' attitudes toward ICT use in English teaching. 
5.2.1. Demographic information 
At the time the fieldwork was undertaken, September 2007, there were 193 staff 
in the School of Foreign Languages in the University, 89 of whom were College 
English teachers (3 professors, 3.4% of the 89: 34 associate professors (38.2%); 
51 lecturers (57.3%); I teaching assistant (1.1 %)). 75 were female (84.3%) and 
14 were male (15.7%). Six of the 89 English teachers were studying for 
MAlPhD degrees elsewhere in China or abroad and two were on sick leave. The 
remaining 81 teachers were asked to complete the questionnaire during group 
meetings at the first stage of the fieldwork; and 78 were returned (a return rate 
of 96.30/0). Analysis of the returns revealed that there were many incomplete 
sections which would affect the validity of the analysis. Further efforts were 
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therefore made to contact the respondents once or twice again to achieve more 
complete responses and 78 more or less completed forms were eventually 
received. Observations were then carried out and 12 teachers whose classes 
were observed at least twice were invited for individual interviews; six of them 
also participated in a focus group. A second teacher focus group was composed 
of another six teachers who had expressed their willingness at the end of their 
questionnaires to participate in a group discussion. Information about the 12 
teachers was presented in Appendix 4. The selection of participants involved in 
each form of data collection was discussed in detail in Chapter 4 (see 4.4). 
Tables 5.1- 5.5 summarise the characteristics of the respondents in the survey in 
terms of their gender, age, academic title, years of teaching and years of 
computer use. 
Table 5.1 Gender (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid male 11 14.1 14.1 14.1 
female 67 85.9 85.9 100.0 
Total 78 100.0 100.0 
The gender balance of English language teachers in China is never perfect, a 
reflection of the imbalance in the number of undergraduate students majoring in 
English language and education in Chinese Normal Universities, where 
thousands of future English teachers are trained. As a consequence. female 
teachers always outnumber males in schools of foreign languages in Chinese 
universities. The selected institution is no exception. Table 5.1 shows there were 
only 11 male teachers ( 14.1 %) out of 78 respondents. 
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Table 5.2 Age (0=78) 
Cumulative 
Frequency Percent Valid Percent Percent 
Valid 20-25 0 0 0 0 
26-29 8 10.3 10.3 10.3 
30-39 38 48.7 48.7 59.0 
40-49 22 28.2 28.2 87.2 
over 10 50 12.8 12.8 100.0 
Total 78 100.0 100.0 
Table 5.3 Academic title (0=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid TA 2 2.6 2.6 2.6 
lecturer 44 56.4 56.4 59.0 
AP 30 38.5 38.5 97.4 
professor 2 2.6 2.6 100.0 
Total 78 100.0 100.0 
*TA: teacher assIstant; AP: aSSOCiate professor 
As for age, although six age categories were included in the questionnaire, the 
number in the first category, 20-25, was null. According to the Chinese higher 
education system, a student is normally around 22 years old when he/she 
graduates from university with a Bachelor's degree. With another 2.5-3 years' 
further study as a postgraduate, he or she can acquire a Master's degree. 
Master's degrees are the basic requirement to become a teacher in Chinese 
higher education institutions, and increasingly universities only recruit graduates 
with a doctoral degree. 25 may therefore be the youngest age when one becomes 
a teacher in a higher education institution. Among the respondents in the 
selected university, there were few (10.3%) newly recruited young teachers and 
relatively few (12.8%) over the age of 50 (see Table 5.2 above) because of the 
staff recruitment and retirement policy. On the one hand, experienced academics 
with higher degrees such as PhOs or those who could bid successfully for 
research projects with big funding were more likely to be recruited in 
recruitment than new graduates. On the other hand, teachers were encouraged to 
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retire at the normal retirement age (55 for females, 60 for males) so as to leave 
more positions open for highly qualified staff. Therefore, both young teachers 
and teachers over the age of 50 were relatively few in number. 
In Chinese HEls, in terms of academic title, qualified teachers fall into four 
categories: teaching assistant, lecturer, associate professor and professor. The 
vast majority of respondents were lecturers (56.4%) and associate professors 
(38.5%). The distribution of academic title status of the respondents was decided 
by the academic promotion quota policy in the University. Teaching assistants, 
if they perform their duties conscientiously, are naturally promoted after five-
year's teaching to the status of lecturer, with only limited requirements. 
However, there is a much higher and stricter requirement if one applies for 
promotion from associate professor to professor. Therefore, lecturers and 
associate professors constituted the majority of teachers in the Department. 
Table 5.4 Years of teaching (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid 1-2 1 1.3 1.3 1.3 
3-5 5 6.4 6.4 7.7 
6-10 13 16.7 16.7 24.4 
11-15 29 37.2 37.2 61.5 
16-20 7 9.0 9.0 70.5 
over 23 29.5 29.5 100.0 20 
Total 78 100.0 100.0 
Teaching experience. specifically with ICT, is potentially a key factor affecting 
teachers' attitudes towards ICT pedagogy and their actual leT implementation 
at work. As might be expected from the age distribution, respondents were in 
general well experienced, with few (7.70/0) respondents having fewer than six 
years' experience, and a large minority (29.50/0) having more than 20 years' 
experience. With regard to years of computer use, Table 5.5 shows that nearly 
800/0 of the respondents to the survey reported that they had had experience of 
using computers for over five years; 18% of them had had more than 10 years' 
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experience of computer use. This familiarity with computers may well have 
been a factor in their use of ICT in their classrooms. 
Table 5.5 Years of experience of general computer use (0=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid 3-5 17 21.8 21.8 21.8 
6-10 47 60.3 60.3 82.1 
11-15 12 15.4 15.4 97.4 
over 2 2.6 2.6 100.0 15 
Total 78 100.0 100.0 
When asked about the availability of computers at home and in the office, the 
vast majority of teachers (98.7%) claimed they had computers at home, but a 
much lower percentage (67.9%) reported they had computers in the office. It 
was, however, clarified later in teacher interviews and focus groups that the ICT 
facilities they could use at work were limited. The next section will discuss how 
teachers experienced the use oflCT at work with such limited ICT facilities. 
5.2.2 leT use by EFL teachers 
With regard to the mastery of ICT skills, an ICT competency certificate can be 
used as an indication that the owner has grasped one or two technologies to a 
certain extent. Table 5.6 shows the proportion of questionnaire respondents in 
possession of an leT competency certificate (39.7%). 
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Table 5.6 ICT competency certificate (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid yes 31 39.7 39.7 39.7 
no 47 60.3 60.3 100.0 
Total 78 100.0 100.0 
Such a certificate is not compulsory for work in the University. The Personnel 
Department Chief stated that teachers and staff were only required to take 
computer proficiency tests and have obtained relevant certificates when they 
applied for an academic promotion. The most common certificates the teachers 
reported they had obtained were Computer Grade Certificates (which were used 
to prove the computer proficiency of the holders) involving basic Windows 
operation and word processing. 
As for EFL teachers' experimentation with ICT in teaching, only three out of 78 
stated that they did not use ICT in their teaching (see Table 5.7). a finding 
supported by the interviews with the teachers. All the interviewees said they 
used ICT at work. 
Table 5.7 Do you use ICT in your teaching? (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid yes 75 96.2 96.2 96.2 
no 3 3.8 3.8 100.0 
Total 78 100.0 100.0 
Although the vast majority (96.2%) of respondents claimed they did use ICT in 
teaching, the survey revealed a number of perceived barriers to ICT -integrated 
classroom teaching. Table 5.8 summarises the common barriers identified by 
the respondents at work. 
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Table 5.8 Barriers to EFL teachers using leT in teaching (n=78) 
Barriers Frequency Percentage 
a. ICT not available at all 55 70.5% 
b. Lack of technical support 45 57.7% 
c. Lack of skills 36 46.2% 
d. Inaccessible when needed 34 43.6% 
e. Lack of appropriate software 26 33.3% 
f. Extra workload involved 23 29.5% 
g. Lack of preparation time 14 17.9% 
h. Cost of using 11 14.1% 
It appears that the supply of ICT facilities in the University could not satisfy the 
demand, for the biggest barrier the teachers claimed that they were facing at the 
time of the fieldwork was 'not available at all' (70.5%). This is somewhat 
surprising given what teachers said about their experience and the claim by 
96.2% that they used ICT in teaching. It was explained in later interviews with 
teachers that although they used ICT at work, it was still very limited compared 
with the requirement of the national curriculum because of the unavailability of 
ICT-equipped classrooms. The table also shows that around half the teachers 
confessed to a lack of ICT-related skills and techniques, the second and third 
biggest barriers for them to use ICT in teaching, which was confirmed in 
individual interviews and teacher focus groups. The first three biggest barriers 
identified here were consistent with the factors influencing ICT implementation 
which were discussed in 2.3.3. The literature shows that unfavorable 
institutional factors such as insufficient access to ICT facilities, lack of technical 
support and personal factors such as lack of ICT knowledge and skills are 
obstacles that teachers are facing to using ICT freely and proficiently in their 
teaching (Mumtaz, 2000; Warschauer, 2002; 0' Mahony, 2003; UNESCO, 2003; 
O'Connor & Gatton. 2004). 
In the questionnaire, respondents were asked to identify from a given list leT 
applications or hardware available at work. It emerged that all 13 listed could be 
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accessed by EFL teachers (see Table 5.9). This analysis, however, suggested 
that there was a significant diversity in the availability of particular items. 
Table 5.9 ICT applications or hardware available for use at work (n=78) 
ICT applications or hardware available for use Frequency Percentage 
a. E-mail 72 92.3% 
b. Internet 67 85.9% 
c. word processing 64 82.1% 
d. printer 53 67.9% 
e. presentation software 45 57.7% 
f. real time communication system (MSN, QQ, etc.) 45 57.7% 
g. digital camera 45 57.7% 
h. spreadsheets (Excel, etc.) 32 41% 
1. scanner 30 38.5% 
j. database 22 28.2% 
k. art/graphics software 21 26.9% 
l. fax 12 15.4% 
m. video conference 6 7.7% 
It seemed that the least available leT for use at work were video conference, fax 
and art/graphics software. This is presumably because these were less likely to 
serve the function of language teaching in the classroom. 
Respondents were also asked how they used leT at work. Evidence from the 
survey indicated that the functions of teachers' use of leT were diversified in 
their work context as well (see Table 5.10). 
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Table 5.10 Functions oflCT use in work context (n=78) 
Functions of ICT use Frequency Percentage 
a. to communicate with students via E-mail 64 82.1% 
b. file management 62 79.5% 
c. to search for and download resources for teaching 58 74.4% 
d. to publish my teaching materials 39 50% 
e. face to face instruction with some ICT use 25 32.1% 
f. to publish students' work on the Internet 25 32.1% 
g. Online discussion with colleagues about teaching 23 29.5% 
h. Online instruction to remote students 9 11.5% 
In terms of functions of ICT use, communicating with students via E-mail. file 
management and searching for and downloading resources for teaching seem to 
be most frequently used by the respondents at work. On the other hand, many 
fewer teachers (fewer than one third) used ICT as networking technology to 
communicate with colleagues online about teaching. If this is the case, then for 
work purposes EFL teachers appear to be predominantly using very basic 
functions of ICT most, which is Category 1 in lung's model of the roles of ICT 
(see 2.4.1 and Figure 2.10) despite their claims concerning their experience in 
Table 5.5. The networking function of ICT tends to be underexplored (Category 
4 of lung's model) and communities of practice in an ICT environment seem not 
to be popular in the case university. 
On the whole, these findings suggest that teachers seem to have great difficulty 
in obtaining and using ICT facilities at work. Does this affect their attitudes to 
the refonn? Are there any other factors affecting their use of ICT in teaching? 
The next section presents the findings on teachers' attitudes towards ICT use in 
education, particularly in English teaching. 
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5.2.3 Teachers' attitudes 
As Chapter 2 indicated, teachers' attitudes and beliefs have been identified as 
significant elements which influence teachers' adoption and integration of leT 
in teaching (Kern, 1995; Cuban, 1996; Fang, 1996; Jonassen. et aI., 1999; 
Becker, 2000; Mumtaz, 2000; Fullan, 2001; Higgins & Moseley. 2001; Bliss & 
Bliss, 2003; Albirini, 2006; Hu, 2007). In order to understand the teachers' 
attitudes towards the use of ICT (an innovation) in teaching, and the national 
teaching reform (another innovation), respondents' opinions were sought on 
three topics: innovation, the specific material packages: national teaching reform 
systems and the effects & use of ICT in education. 
5.2.3.1 General attitudes 
Tables 5.11-16 summarise overall attitudes towards new ideas, and new ways of 
thinking and doing things (SA, strongly agree; A, agree; N, neutral; 0, disagree; 
SO, strongly disagree). 
Table 5.11 I enjoy trying out new ideas (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 34 43.6 43.6 43.6 
A 39 50.0 50.0 93.6 
N 5 6.4 6.4 100.0 
Total 78 100.0 100.0 
Table 5.12 I seek out new ways to do things (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 20 25.6 25.6 25.6 
A 44 56.4 56.4 82.1 
N 14 17.9 17.9 100.0 
Total 78 100.0 100.0 
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Table 5.13 I am suspicious of new inventions and new ways of thinking 
(n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 2 2.6 2.6 2.6 
A 11 14.1 14.1 16.7 
N 19 24.4 24.4 41.0 
D 38 48.7 48.7 89.7 
SD 8 10.3 10.3 100.0 
Total 78 100.0 100.0 
Table 5.14 I feel the traditional way of life and doing things is the best 
(n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid A 9 11.5 11.5 11.5 
N 24 30.8 30.8 42.3 
D 38 48.7 48.7 91.0 
SD 7 9.0 9.0 100.0 
Total 78 100.0 100.0 
Table 5.15 I find it challenging to use new innovations (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 3 3.8 3.8 3.8 
A 16 20.5 20.5 24.4 
N 17 21.8 21.8 46.2 
D 38 48.7 48.7 94.9 
SD 4 5.1 5.1 100.0 
Total 78 100.0 100.0 
Table 5.16 I am usually one of the first to accept something new (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 1 1 14.1 14.1 14.1 
A 26 33.3 33.3 47.4 
N 24 30.8 30.8 78.2 
D 16 20.5 20.5 98.7 
SD I 1.3 1.3 100.0 
Total 78 100.0 100.0 
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As Tables 5.11 and 5.12 illustrate, teachers' overall attitudes towards new ideas 
and new ways of doing things seemed to be overwhelmingly positive; this 
conclusion is supported by Table 5.13 which indicates that only 16.7% were 
suspicious of new things. 
However, Tables 5.14,5.15, and 5.16 show rather lower percentages: around 
half of the respondents still felt the traditional way of life and doing things was 
the best; a similar percentage of respondents thought that using new innovations 
was challenging; but another half stated that they were one of the first to accept 
something new. In addition, it needs to be pointed out that the percentages of 
respondents who chose the 'Neutral' option were quite high (20%-30%), which 
may indicate the uncertainty of the respondents or their unwillingness to reveal 
their true opinion even though the questionnaire was confidential. Subsequent 
interviews with individual teachers indicated that those interviewed, at least, 
were very willing to accept ICT -supported English teaching, the new 
requirement in the curriculum. 
5.2.3.2 Views about the reform 
This part of the survey sought to identify teachers' experiences of their 
participation in the national reform - the overall impression of the reform, its 
side effects and the impact on students' learning. Tables 5.17, 5.18 present the 
respondents' opinions about the reform. 
Table 5.17 It is a significant episode in my professional development (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 25 32.1 32.5 32.5 
A 40 51.3 51.9 84.4 
N 1 1 14.1 14.3 98.7 
0 1 1.3 1.3 100.0 
Total 77 98.7 I 100.0 
Missing 1 1.3 
Total 78 100.0 
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Table 5.18 It is a highly fruitful experience (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 22 28.2 28.6 28.6 
A 48 61.5 62.3 90.9 
N 6 7.7 7.8 98.7 
D I 1.3 1.3 100.0 
Total 77 98.7 100.0 
Missing 1 1.3 
Total 78 100.0 
The vast majority (see Tables 5.17 and 5.18) of respondents stated that the 
reform was both a significant and a highly fruitful experience in their 
professional lives, which was supported by the qualitative data (focus group). In 
the teacher focus group, interviewees expressed their positive attitude to ICT use 
in English teaching and the national reform although they admitted that it had 
brought huge challenges to them. This was verified during interview by the 
Director of the College English Department (CED), 
To EFL teachers, on the one hand, the reform stimulated the 
improvement in their teaching quality, changed their beliefs from 
teacher-centred to student-centred, forced them to take full 
consideration of students' individualised needs in their teaching; on 
the other hand, the reform brought challenges to them. For example, 
how to spare more time and energy in learning sufficient ICT 
knowledge and skills to meet the requirement of computer- and 
Web-based teaching is one of the big challenges they had in the 
reform. 
(Interview with Director of CED, 01/11/07) 
A similarly large majority also felt (see Table 5.19) that the national teaching 
reform had improved students' learning, a finding which was echoed in the 
interviews and focus groups with teachers and students. 
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Table 5.19 It has improved learning among the students involved (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 15 19.2 19.7 19.7 
A 42 53.8 55.3 175.0 
N 10 12.8 13.2 88.2 
D 9 11.5 11.8 100.0 
Total 76 97.4 100.0 
Missing 2 2.6 
Total 78 100.0 
In terms of ICT-use in classroom teaching and the national reform, did all EFL 
teachers feel happy about their own practice? The responses are presented in the 
following tables. 
Table 5.20 I feel nervous in class teaching with leT (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 4 5.1 5.3 5.3 
A 13 16.7 17.1 22.4 
N 24 30.8 31.6 53.9 
D 32 41.0 42.1 96.1 
SD 3 3.8 3.9 100.0 
Total 76 97.4 100.0 
Missing 2 2.6 
Total 78 100.0 
Table 5.21 It has added a great deal to my workload (n=78) 
: Valid Cumulative 
Frequency Percent I Percent Percent 
Valid SA 4 5.1 5.3 5.3 
A 34 43.6 44.7 50.0 
N 19 24.4 25.0 75.0 
D 18 23.1 23.7 98.7 
SD 1 1.3 . 1.3 100.0 
Total 76 97.4 100.0 
Missing 2 2.6 
Total 78 100.0 
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Table 5.22 It has involved too much of my time and energy (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 6 7.7 7.9 7.9 
A 38 48.7 50.0 57.9 
N 17 21.8 22.4 80.3 
0 15 19.2 19.7 100.0 
Total 76 97.4 100.0 
Missing 2 2.6 
Total 78 100.0 
It can be observed from Tables 5.20-5.22 that participation in the national 
reform was not a pleasant process for all EFL teachers. More than half (54%) 
felt ill at ease when they taught with ICT in their English class, while nearly a 
quarter felt nervous, and 5.3% admitted to feeling very nervous. This anxiety 
was shown in the teacher interviews as well. As a lecturer admitted, 
ICT sometimes scared me for I had not grasped it at all. My limited 
ICT skills made me lose face in front of my students. I would have 
preferred not to have to use the new technology for I was used to the 
traditional teaching methods which made me confident in class, and 
was fearful of the change to ICT -based pedagogy. I think I need to 
improve my ICT skills to cope with the change. 
(Individual interview with Teacher 4, 29/09/2007) 
A large minority effectively opted out of answering these questions by choosing 
the neutral point on the scale. Half (500/0) of the respondents reported that the 
reform added a great deal to their workload, and more than half (57.9%) 
reported that they put too much time and energy into it. The findings in Table 
5.22 were echoed in the individual interviews, in which four teachers out of 12 
complained that more time and energy had been occupied by preparation since 
the reform started. This view was expressed in concrete terms by a young 
lecturer: 
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I can say, with leT, my English teaching has become more vivid and 
easier to operate. The problem is, the lesson preparation was really 
energy and time consuming. I have to use twice or three times the 
hours preparing for a class hour with leT compared with that without 
leT after the reform started. For instance, I only spent two hours to 
prepare a traditional one-hour lesson. Now I need six hours if I am 
required to adopt the technologically-enhanced teaching material 
package: the new software teaching system. 
(Individual interview with Teacher 5, 18/0912007) 
The view of this teacher appeared to be supported by other teachers. Three other 
interviewees pointed out that lesson preparation for leT-integrated classes had 
become more difficult, complicated and time-consuming than for traditional 
classes; even a single effective PPT slide asked for skills and knowledge and 
extra time which traditional class teaching did not. One interesting dimension to 
this finding is that, if we compare this with the percentage of 'extra workload' as 
a barrier to the use of leT in teaching (see Table 5.8), we find that fewer 
teachers chose it as one of the biggest barriers. Respondents may have seen 
additional work as an extra burden but it did not prevent them, i.e. act as a 
barrier, from using leT. However, we have to note that the perceived attributes 
of this innovation (leT use in language teaching) influence the implementer's 
rate of adoption (Rogers, 1995). If teachers cannot see the relative advantage of 
the reform compared with their traditional practice and if the new practice is 
relatively complex, they will hesitate to adopt it, even give up. 
At the same time, the reform brought new theories, a new curriculum and new 
pedagogy. Karavas-Doukas (1998) has argued that sufficient communication 
with other colleagues would promote the implementation of a reform. As shown 
in Table 5.23, 75% of respondents reported that they interacted more with other 
teachers after the reform started and only 9.2% disagreed or strongly disagreed 
that it encouraged interaction. It was natural for them to solve any problems 
through group discussions when the reform was on the agenda. When teachers 
meet regularly. they are more likely to discuss their practices, identify problems 
of implementation and jointly develop action plans. 
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Table 5.23 It has encouraged more interaction with colleagues (0=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 10 12.8 13.2 13.2 
A 47 60.3 6l.8 75.0 
N 12 15.4 15.8 90.8 
D 5 6.4 6.6 97.4 
SD 2 2.6 2.6 100.0 
Total 76 97.4 100.0 
Missing 2 2.6 
Total 78 100.0 
Table 5.24 It has changed the way I teach (n=78) 
Cumulati 
Valid ve 
Frequency Percent Percent Percent 
Valid SA 13 16.7 17.l 17.1 
A 56 7l.8 73.7 90.8 
N 5 6.4 6.6 97.4 
0 2 2.6 2.6 100.0 
Total 76 97.4 100.0 
Missing 2 2.6 
Total 78 100.0 
Following the introduction of the reform in the University in 2004, ICT was 
integrated into English classes. One general conclusion that we might draw from 
Table 5.24 is that, on the whole, the national reform has changed the teaching of 
EFL teachers, a finding which has parallels in the literature surveyed (see 
2.3.1.1). This conclusion was further supported by the findings from the 
interviews. Two teachers described the change: 
Teacher A: ICT made our class very vivid; I can explain 
language by pictures and sounds which were impossible when 
we taught only with blackboards and chalks. Teaching with ICT 
can leave students deeper impressions on language points. 
Moreover, it has set teachers free from presenting on 
blackboards, and it saved us valuable time in class. 
(Individual interview with Teacher 10, 16/10/2007) 
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Teacher B: ICT helped build links between teachers and 
students, broadened students thinking space. Teaching with ICT 
is tridimensional, intuitive and visual, which couldn't be 
achieved in our traditional classroom teaching. 
(Individual interview with Teacher 11, 2110912007) 
The adoption of ICT in English teaching not only changed ways of teaching but 
also proved a pleasant surprise to teachers and students alike (see 2.3.1). 
However, there were those who felt that much had been lost, for in traditional 
small-scale classes, students could receive face-to-face instruction, and there 
was more interaction between teachers and students. Students had more chances 
to practise the newly-learned knowledge and could receive quick feedback from 
their teachers. Tn the student focus group, some students claimed that they had 
learned more in traditional small-scale classes than in large-scale multimedia 
classrooms or language labs for they could get timely feedback on their learning 
from the teachers and did more practice in small classes. At the same time, they 
recognised the advantages of learning English in ICT -equipped classrooms, 
where audio and video equipment made learning more interesting and vivid; 
both their eyes and ears had a chance to practise. It seems that students preferred 
the combination of these two teaching modes, an integrated approach 
recommended in the College English Curriculum Requirements (MOE, 2007, 
see 3.3.2). 
This section has summarised teachers' viewpoints on the national College 
English reform and how the reform influenced their use ofICT in their teaching. 
Relating to the reliability of the data, we may be sceptical whether what teachers 
said can be trusted. However, based on the rapport between the teachers and 
myself during the fieldwork (also see 4.5), I have confidence that teachers 
expressed their opinions frankly. Moreover, with such a positive relationship 
and in such a favourable context, they regarded me as a valuable channel 
through which their own views and wishes could be expressed. The following 
section discusses their attitudes towards the effects of leT from social, 
educational, institutional and personal perspectives. 
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5.2.3.3 Attitudes towards leT in education 
With regard to attitudes towards the effects of ICT in education, the next set of 
results sheds light on why teachers use ICT (if they do). Is this because of the 
requirements of the Information Age, the national curriculum, and the 
University, because English teaching and learning itself now requires ICT use, 
or is it a reflection of their professionalism? Tables 5.25-5.31 provide answers to 
these questions. 
Table 5.25 Young people are growing up in a world where leT is pervasive 
and my university is no exception (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 31 39.7 40.3 40.3 
A 41 52.6 53.2 93.5 
N 4 5.1 5.2 98.7 
0 1 1.3 1.3 100.0 
Total 77 98.7 100.0 
Missing 1 1.3 
Total 78 100.0 
Table 5.26 The National Curriculum says I have to use computers (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 16 20.5 20.8 20.8 
A 39 50.0 50.6 71.4 
N 16 20.5 20.8 92.2 
0 6 7.7 7.8 100.0 
Total 77 98.7 100.0 
Missing 1 1.3 
Total 78 100.0 
As Table 5.25 illustrates, the vast majority of teachers agreed that young people 
were growing up in a world where leT is pervasive. This is something one has 
to accept. In terms of curriculum, however, many fewer respondents 
acknowledged that the National Curriculum required them to use computers (see 
Table 5.26). At the same time. there was a significant percentage (20.8%) of 
neutral choice; 6 (7.80/0) held negative views. As a matter of fact, the new 
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curriculum requires the wide use of ICT to promote computer- and Web-based 
English teaching, and the provision of good learning facilities and better 
language learning environments for college students with the aim of improving 
students' listening and speaking proficiencies (MOE, 2007). 
This indicates that around a quarter of the EFL teachers were not quite clear 
whether the new National Curriculum required them to make use of leT, a 
finding confirmed by three interviewees (out of 12) who may have disagreed 
with the statement in Table 5.26 but said that this was not their reason for using 
ICT. They clarified that they just used ICT in their teaching out of students' and 
their own interest. It appears that the existing communication channel was not 
effective in spreading messages from the top management to individual teachers. 
If this is the case, the ICT implementation may not be fully effective because 
there were teachers who were not clearly aware of what the expectations of the 
reform were. The lack of appropriate and effective communication channels 
would result in a slower rate of adoption (Rogers, 1995). 
The data showed that some teachers' concerns about the national reform were 
still at a very early stage (Hall & Loucks, 1979; Hall & Hord, 1987); that is, 
Stage 2 Personal: teachers are uncertain about the demands of the innovation, 
their own ability to meet the demands and their roles within it (see 2.2.3, Table 
2.1). Most teachers' reports also showed that they were using ICT in class 
mechanically and they did not have sufficient time to reflect on its use (how to 
effectively integrate technology in their classroom) and did not know how to 
reflect either (Bliss & Bliss, 2003). It seems that teachers' level of ICT use was 
at Level III: mechanical use (Hall & Loucks, 1979; Hall & Hord, 1987) and they 
had little knowledge of 'reflection-in-action' or 'reflection-on-action' (Schon, 
1983, 1987). This indicates that teachers' concerns about the national reform 
and their practical use of ICT should be addressed in terms of either providing 
more communication opportunities between the manager and the implementer or 
more support in their use of ICT in teaching and more CPO opportunities to 
develop their ability to reflect on their teaching. 
188 
Table 5.27 My university lays great emphasis on use of leT (0=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 6 7.7 7.8 7.8 
A 28 35.9 36.4 44.2 
N 17 21.8 22.1 66.2 
D 24 30.8 31.2 97.4 
SD 2 2.6 2.6 100.0 
Total 77 98.7 100.0 
Missing 1 1.3 
Total 78 100.0 
Table 5.27 indicates that fewer than half of the teachers felt that the University 
laid great emphasis on the use of ICT by teachers and more than half held 
neutral and negative attitudes to this proposition. This suggests that, in the eyes 
of English teachers at least, the integration of ICT in English classes had not 
been highly emphasised in the University. 
Table 5.28 My colleagues' use of leT pushed my own use (0=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 3 3.8 3.9 3.9 
A 41 52.6 53.2 57.1 
N 11 14.1 14.3 71.4 
D 20 25.6 26.0 97.4 
SD 2 2.6 2.6 100.0 
Total 77 98.7 100.0 
Missing 1 1.3 
Total 78 100.0 
Table 5.28 shows that a little more than half (57.1 %) of the respondents agreed 
that their colleagues' use of ICT influenced their own use. Yet in the first part of 
the questionnaire, when asked 'Do you use leT in your teaching?" 96.2% of 
them reported they did. This difference may be caused by lack of 
communication among teachers. Although in Table 5.23, 75% claimed that the 
national reform encouraged more interaction with colleagues, this interaction 
obviously did not necessarily extend to discussion of teaching methodology. 
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The next three tables show why the teachers said they used ICT for teaching, 
learning and professional development. 
Table 5.29 My students enjoy teaching and learning with leT (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 19 24.4 24.7 24.7 
A 48 61.5 62.3 87.0 
N 8 10.3 10.4 97.4 
D 2 2.6 2.6 100.0 
Total 77 98.7 100.0 
Missing 1 1.3 
Total 78 100.0 
A large majority (87%, see Table 5.29) of the respondents expressed positive 
viewpoints on students' attitude towards ICT-integrated English teaching and 
learning, and this was confirmed by views expressed in the interviews and the 
focus groups. 
On the one hand, teachers commented positively on some of the benefits that 
ICT had brought to students and their English learning. These included the 
provision of information in authentic scenes, flexible learning for students, 
encouragement of students' autonomous learning (Lim & Chai, 2004), and 
motivation and improvement of their learning, all of which were consistent with 
the findings from the questionnaire and the literature (see 2.3.1.2). The comment 
cited below from one of the EFL teachers is indicative: 
ICT gains popularity among our students ... actually I like it out of my 
heart. It did do benefit to students in my own classes. 
(Individual interview with Teacher 12, 27/09/2007) 
On the other hand, ICT was also reported to have distracted students in class, 
particularly in a lesson filled with PPT slides containing too many colourful 
pictures. Other views expressed related to some students' poor competence in 
ICT, or their inappropriate use of ICT. Student IT skills is one factor on which 
the effective use of ICT in schools largely depends (O'Mahony, 2003). Since 
students in the University are from different parts of China, some of them have 
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used computers for years; a few from underdeveloped rural areas had never used 
them before they came to the University. In the Interactive Teaching Base, 
where students learned English independently on computers (sometimes with 
the Internet), an IT coordinator noticed the diversity of ICT skills among 
students. Poor ICT skills affected some students' learning speed. Those who 
had grasped basic ICT skills were likely to play computer games in class or 
found it difficult to choose appropriate learning materials from a huge amount of 
resources on the Internet. Moreover, there were doubts among teachers and the 
management staff about students' autonomy and therefore whether they would 
be able to adjust to the more active role envisaged by the reform. 
In terms of the effect of ICT integration in teaching, Table 5.30 shows that 
70.1 % respondents agreed that ICT held exciting possibilities for enhancing 
teaching. Of particular importance, perhaps, because of its implications for 
continuing professional development, is the finding that an overwhelming 
percentage (93.5%, see Table 5.31) regarded the use of leT as an indicator of 
being a professional teacher. It appeared that, in their eyes, their ability to use 
ICT was an important element in their claim to be professional. 
Table 5.30 leT holds exciting possibilities for enhancing teaching (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 9 11.5 11.7 11.7 
A 45 57.7 58.4 70.1 
N 18 23.1 23.4 93.5 
0 5 6.4 6.5 100.0 
Total 77 98.7 100.0 
Missing 1 1.3 
Total 78 100.0 
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Table 5.31 It is part of how I see myself as a professional teacher (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid SA 25 32.1 32.5 32.5 
A 47 60.3 61.0 93.5 
N 4 5.1 5.2 98.7 
D 1 1.3 1.3 100.0 
Total 77 98.7 100.0 
Missing 1 1.3 
Total 78 100.0 
i 
I 
In order to gain an insight into any change in teachers' views about the 
importance of leT for English teaching, all respondents were asked to indicate if 
they had used leT in the first three years of the reform and how important they 
thought it. Their ideas were reflected in four degrees of importance (see Table 
5.32). 
Table 5.32 Views about how important leT has been for my teaching in the 
last three academic years: Year 04-05,05-06,06-07 (n=78) 
Year 04-05 Year 05-06 Year 06-07 
(%) (%) (%) 
Valid Did not use leT 16.7 3.8 2.6 
Minor importance 17.9 7.7 0.0 
Moderately 46.2 59.0 41.0 
important 
Very important 16.7 26.9 53.8 
Total 97.4 97.4 97.4 
Missing 2.6 2.6 2.6 
Total 100.0 100.0 100.0 
It can be observed from Table 5.32 that there was a significant reduction over 
time in the number of teachers who reported no use oflCT: Year 04-05 (16.7%). 
05-06 (3.8%) and 06-07 (2.60/0); and there was a corresponding upward trend in 
the percentages of those who reported that leT had become moderately 
important and very important: Year 04-05 (62.9%), 05-06 (85.9%) and 06-07 
(94.8%). Table 5.32 clearly demonstrates a trend towards increasing awareness 
of the importance of ICT use in teaching. This is consistent with the high 
percentages of respondents who indicated their positive attitudes towards the 
effects of ICT use in education. as summarised in Tables 5.29, 5.30 and 5.31. 
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In practice, teachers usually used ICT for class preparation and got students to 
use ICT during lessons or in their study outside of classrooms. Another normal 
form of use for ICT was to keep exam marks and assessment data. Teachers 
were also asked how frequently they used ICT in these ways. Table 5.33 shows 
changes in the frequency of these uses oflCT over the three years 2004-2007. It 
can be seen from the table whether the EFL teachers use ICT more frequently or 
less frequently in these ways compared to three years previously. 
Table 5.33 Frequencies of the use of leT in specific tasks over the period 
2004-2007 (n=78) 
LF SS MF Total Missin2 Total 
Using ICT for class 6.4 37.2 55.1 98.7 1.3 100.0 
preparation (%) 
Getting students to use 6.4 56.4 35.9 98.7 1.3 100.0 
ICT during lessons (%) 
Getting students to use 5.1 44.9 48.7 98.7 1.3 100.0 
ICT in their study outside 
of classrooms (%) 
Keeping marks and 3.8 38.5 56.4 98.7 1.3 100.0 
assessment data (0/0) 
*LF = less frequently now; SS = stayed the same; MF = more frequently. 
About half of the respondents said that they used more ICT over time in terms of 
class preparation and for keeping marks and assessment data; they also reported 
an increase over time in getting students to use ICT outside of classrooms. 
However, only one third of teachers claimed that they arranged for students to 
use more ICT during lessons compared with the situation three years before. In 
contrast, ICT was more widely used for students' study after class, i.e. searching 
for online information to finish their homework, and practising listening with 
materials saved on mp3 or mp4. This analysis appears to suggest that the limited 
ICT resources were used more for students' autonomous learning, which seems 
to correspond to the intention of the national reform. 
In the final section of the questionnaire, respondents were asked to categorise 
themselves according to Rogers's (1995) identification of five categories of 
innovative adopters: innovators. early adopters, early majority, late majority and 
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laggards, and another added category, rejecters (non-users) (see 2.2.1). The 
categories themselves were explained in Chinese. The results are summarised in 
Table 5.34. 
Table 5.34 Categories of innovative adopters (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid Innovators 3 3.8 4.0 4.0 
Earl y adopters 6 7.7 8.0 12.0 
Early majority 39 50.0 52.0 64.0 
Late majority 17 21.8 22.7 86.7 
Laggards 9 11.5 12.0 98.7 
Non-adopters 1 1.3 1.3 100.0 
Total 75 96.2 100.0 
Missing 3 3.8 
Total 78 100.0 
The findings are at odds with Rogers's predictions of ideal adopter categories. 
According to Rogers, people may adopt an innovation at different points in time. 
In fact, studies (Rogers, 1995) have shown that the distribution of adopters over 
time tends to follow a bell-shaped curve (Chapter 2, Figure 2.2). In Rogers's 
categories, normally there were 2.5% innovators, 13.5% early adopters, 34% 
early majority, 34% late majority and 16% laggards. This adopter classification 
is not symmetrical and the five adopter categories are ideal types. Naturally 
exceptions can be found. In his conceptualisation, early majority refers to those 
who adopt new ideas just before the average member of a system, while the late 
majority adopt new ideas just after the average member of a system. In this 
study, the results of the survey were rather different from the ideal types (see 
Table 5.34). It seems there were more innovators, early adopters and early 
majority (640/0) and fewer late majority and laggards (34.7%) among these 
teachers than in Rogers's categories when grouped in this way which, at 50%, 
were evenly distributed. This can be explained by the fact that the respondents 
in this study were unwilling to acknowledge they were left behind by others in 
the reform because of the Chinese 'face' issue. even in a confidential 
questionnaire survey. This was consistent with the finding reported in this s t u d ~ ~
(see Table 5.16) that 47.4% of respondents saw themselves as among the first to 
accept something new. 
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The rather positive responses of many of the participants to this question might 
well lead one to the conclusion that EFL teachers in the selected university had 
welcomed the change: ICT -integrated English teaching and learning and the 
national College English reform. However, one teacher expressed her 
uncertainty about ICT use by saying: 
To be honest, I myself have no strong will to use the new 
technology although I know it can help us solve many problems. I 
just follow others. When I see other teachers using ICT at work, I 
will use as well; but I use them passively and not completely. 
(Individual interview with Teacher 7, 15/10/2007) 
Moreover, as we shall see in section 5.3, this does not allow one to assume that 
the reform was smoothly implemented in the University. 
The findings of the questionnaire seem to indicate that the University did not lay 
great emphasis on the use of ICT in English class (see Table 5.27). The self-
report data were verified by those from the interviews with the teachers and the 
Dean of the Academic Affairs Office (AAO). The next section will discuss the 
role of ICT in the eyes of different respondents. 
5.2.3.4. The role of leT in language teaching 
Chapter 2 has shown the huge advantages that ICT has brought to schools or 
institutions and to language teaching (Levy, 1997; Beatty, 2003; Tubin et aI., 
2003; O'Connor & Gatton, 2004; Fotos & Browne. 2004; Richards, 2005; Hu, 
2007), but ICT is not 'a panacea' (Lim & Chai, 2004). The EFL teachers in this 
study regarded ICT as a supplementary tool when it was used in language 
teaching. In the interviews, teachers expressed their ideal use of ICT in the 
English class as 'getting whatever I want and whenever I need it.' This means 
that. as teaching tools, different kinds of ICT facilities should be available in 
each classroom; they should always be there when teachers need them. They 
should not be a privilege that teachers have to struggle to get and use. As one 
teacher put it. 
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There should be different kinds of ICT facilities available in the 
classroom: tape recorder, computer, Internet, overhead projector, E-
screen, DVD, whiteboard, etc. You can choose the one you need 
and just use. If you feel it unnecessary in a certain class, just leave it 
there. 
(Individual interview with Teacher 1, 15/1112007) 
This coincided with the view of the Dean of AAO, who defined the role of ICT 
in the University as follows, 
ICT is only an assisted tool in the teaching process. It cannot 
replace teachers or students at any teaching episode. ICT facilities 
are provided in the classroom, teachers are not forced to use in 
teaching; they just use as they like, and leave it when they don't. 
(Interview with Dean of AAO, 21/09/2007) 
He also claimed that ICT use is more appropriate in some courses (e.g. Project 
Design, Physics) than others, for these students need vivid representation to help 
them better understand complex processes. Subjects such as Mathematics, 
however, would be taught more effectively if teachers showed the formula or 
equation on the blackboard step by step and at the same time explained how to 
arrive at the answer. In this case, traditional teaching tools such as blackboard 
and chalk would be better than PPT presentation. In his eyes, some components 
of College English, i.e. Reading, Listening and Speaking, would be most 
effectively taught and learned in ICT -integrated classrooms. Writing skills, on 
the other hand, could be learned by practice in non-ICT classrooms via face-to-
face instruction by teachers. In the University, therefore, the 'Listening and 
Speaking course' was organised in language labs where ICT was adopted; and 
for the majority of students the 'Integrated course' focusing on intensive reading 
took place in traditional classrooms without any ICT facilities. 
Although not all English courses were taught in ICT-equipped classrooms, when 
these were available, some teachers overused them. A student from the focus 
group described how his teacher used ICT in class, 
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My English teacher seldom used the blackboard after we had 
English class in a multimedia classroom. She put everything on the 
electric screen. The PPT slides sometimes went so fast that I 
couldn't catch up with the speed, so I don't think I have learned 
much in such a class. 
(Student focus group A, 12/11/2007) 
This confirmed Wang & Zheng's (2005) identification of problems arising in 
multimedia teaching, in which teachers depended too much on courseware and 
students spent too much time reading content on the E-screen, which caused eye 
tiredness and reduced their active involvement in class. Fortunately, teachers 
who overused the technology came to realise that ICT could not be totally relied 
on. ICT could not take the place of all traditional tools although it has brought 
huge advantages to its users. One lecturer admitted overusing ICT at the very 
beginning of the reform when multimedia classrooms were available. As she 
described it: 
At that time I had a strange idea, ICT could replace everything; you 
could ignore the traditional face-to-face instruction. With ICT, I 
could assign homework for students online;, students could submit 
them to me via Internet, and then I put the answers to the homework 
online as well. I depended totally on ICT. Now I realize that it is not 
perfect. The effect of teaching with ICT was not as satisfactory as I 
expected. I came to know that ICT is only an additional choice of 
teaching model; it couldn't completely replace the traditional one. 
Students still need face-to-face interaction, verbal or written. 
(Individual interview with Teacher 5, 18/09/2007) 
Therefore, it seems important for teachers to see what role ICT should play in 
their classes and how to keep a balance between the use of ICT and traditional 
tools. 
This section has drawn on the questionnaire survey. individual interviews and 
focus groups to examine the attitudes of EFL teachers in the selected university 
towards ICT-integrated English teaching and the national College English 
teaching reform. Several important findings have emerged. 
In this university, the biggest barriers to EFL teachers' use of ICT at work seem 
to be inaccessibility of ICT facilities; however, these are necessities and should 
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be accessible since computer and Web-based English teaching and learning were 
key elements in the new national curriculum. There is a famous Chinese saying, 
'even the cleverest housewife cannot cook a meal without rice', which is similar 
to another saying 'one cannot make bricks without straw'. Without adequate 
ICT facilities, it is impossible for EFL teachers to carryon ICT-integrated 
teaching. 
Although ICT competency tests were only compulsory for those who applied for 
higher academic promotion, most teachers appeared to use ICT as a tool in their 
teaching. The high percentage of ICT use does not necessarily mean effective or 
appropriate use of ICT. Teachers confessed to a lack of leT-related skills and 
techniques. E-mail was the most common means of communication between 
teachers and students; word-processing, searching for supplementary resources 
for teaching and file management were still the basic applications. Teachers felt 
the need to develop their ICT skills and more technical support appeared to be in 
high demand. 
Some EFL teachers appeared to be unclear about the requirements of the 
curriculum for English teaching. This might have been caused by the lack of 
appropriate communication channels, which would result in a slower rate of 
adoption (Rogers, 1995). Interaction and communication among teachers, and 
particularly the use of ICT for networking, was claimed to be insufficient, 
although they did say that they interacted more than before. 
In terms of the effects of ICT use, teachers felt that it had brought an overall 
improvement to English teaching and learning. They used it more frequently 
than three years before for class preparation, assessment and record-keeping. 
However, from their point of view, the adoption of ICT in English classes has 
not been greatly emphasised by the University. And, perhaps as a consequence, 
there was less support from the University for ICT-integrated English teaching 
than teachers felt to be necessary. 
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5.2.4 Summary 
The findings from the questionnaires and teacher interviews and focus groups 
provide a clear picture of the EFL teachers' attitudes towards ICT use and the 
College English reform. On the whole, teachers tended to welcome the adoption 
of ICT in language teaching and accept it as a professional requirement. Initially 
they had been optimistic about the effects of computer- and Web-based teaching 
and felt that it stimulated students' interest in learning. However, like other 
reform implementers, worries and stress concerning the change of pedagogy and 
need for improvement of ICT skills were frequently mentioned. There seemed to 
be a general conclusion that ICT should be combined with traditional classroom 
teaching so as to make full use of the advantages of these two teaching models. 
The next section offers answers, based on interviews and classroom observation, 
to the second research question, which concerned the implementation of the 
reform. 
5.3 Profile of the implementation of the reform 
Questions such as how teachers used lCT in their classrooms could not be 
answered only by a questionnaire. They needed to be checked by using other 
research instruments, such as observation, and by reference to other respondents 
_ students, and other staff at different levels. With this in mind, classroom 
observation, in-depth interviews with management and administrative staff, IT 
coordinators, teachers and focus groups with teachers and students were 
conducted. This section summarises the data collected from these sources in 
terms of: 
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• perception of new teaching materials: the software reform systems; 
• availability of ICT resources; 
• grasp of ICT knowledge and skills; 
• effects of ICT-integrated teaching and learning; 
• institutional and departmental support; 
• overall impact of the reform. 
5.3.1 Perceptions of new teaching & learning materials 
As an experimental institution participating in the national College English 
reform, the University had been implementing the provisions of the reform for 
three years at the time the fieldwork was undertaken. As shown in Appendix 3, 
the use of Web-based teaching materials in the form of the four software reform 
systems in the past three years was limited to the full adoption of System 11, 
'New Era Interactive English'. Although the other three systems had also 
produced software packages, learning management systems and assessment 
systems (as suggested by the Requirements), only the use of System II in the 
University had met all the demands of the national Requirements. The other 
three systems were only used in part (i.e. textbooks and CD-ROMs) owing to 
lack of funding and ICT resources. In System II, the process of learning, in 
addition to teaching and coaching, could be tracked, recorded and checked, so it 
became possible to achieve a high level of interactivity, multimedia-use and 
operability. 
The adoption of the four software teaching systems meant a great change for the 
teachers. students and the University itself. The next few subsections discuss 
how the systems were perceived by teachers in terms of their understanding of 
the systems, how they responded to them (challenges and worries), how they 
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saw them (as a stimulus to the improvement of leT skills) and the graded 
teaching model (teaching differently according to students' differentiated 
language proficiencies - for further discussion see 5.3.1.4 ). 
5.3.1.1 The software systems 
The most frequently mentioned feature of the software systems in the interviews 
was the rich teaching and learning resources supplied by the designers for both 
teachers and students. On the one hand, the rich resources saved teachers and 
students time and energy in searching by themselves. The diversified materials 
aroused greater interest in learning English. On the other hand, both teachers 
and students complained that the sheer quantity of materials made them feel at a 
loss. How to use the materials flexibly may become a problem for teachers who 
are 'inexperienced, untrained or lacking in self-confidence' (McGrath, 
2007:351). In the interviews, teachers stated that they could not use all the 
teaching content within the limited class hours but they were unsure how to 
select those suitable for face-to-face instruction and what amount of content 
should be covered. Students complained that they found it difficult to identify 
the important points in the materials. As one student stated, 
In class, we just thought that each point the teacher mentioned was 
important to us, so we focused on everything all the time. But after 
class, I was still confused about what I really needed. Maybe I think 
I should grasp everything, but actually it seems that I have grasped 
nothing. 
(Student focus group B, 14/11/2007) 
Some students pointed out the insufficient interaction with teachers in class 
when new systems were adopted, for their teachers tried to cover as much 
teaching content as possible in class. Inevitably, perhaps, the teachers talked too 
much and returned to the old 'spoon-feeding', teacher-centred model. Another 
reason which was discussed earlier (5.2.3.4) \\'as that teachers used PPT 
presentation most of the class hour and students were busy reading content on 
the E-screen, which reduced their active involvement in class. In classroom 
observation, I noticed that most teachers in language labs (where listening & 
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speaking courses were taken) and multi-media equipped classrooms (where 
reading & writing courses were taken) were busy teaching with an 
overwhelming amount of teaching materials. Although group work could be 
seen occasionally, communication among students and interaction between 
teachers and students were still limited. 
As McGrath (2007) argues, the development of technologically-enhanced 
materials packages has raised issues concerning the design and evaluation of 
materials, e.g. whether the materials are resources 'from which teachers and 
learners can select, and which can be adapted and supplemented as necessary' 
(p.350). However, as far as I have observed, it seemed that teachers either 
lacked the ability to adapt the materials and use them efficiently or had little 
idea of what kind of materials could be used as a supplement. The easiest way 
for them to use this kind of materials was to finish as much as they could within 
limited class hours. In terms of the design of these software systems, it seems 
there is room for improvement. Students in focus groups reported that using 
some materials installed in computers was too complicated and that they wasted 
time in getting them work properly. As for System II, the version suitable for PC 
study was not available in the University. So the only place for students to learn 
autonomously was the Interactive Teaching & Learning Base. This constrained 
their autonomous learning because seats for students in the Base and time 
allocated for English study there were limited. Minor design problems such as a 
mismatch between words and sounds in the software, and user limitations in the 
system also occurred from time to time. As Warschauer (2002) suggests, the 
designers of teaching software systems need to involve experts in both the 
technical field and in pedagogy and curriculum. More expertise and emphasis on 
pedagogy and curriculum need to be emphasised. 
5.3.1.2 Challenges and Worries 
Most teachers in the focus groups expressed their worries about the challenges 
that the reform had brought. With the flexible credits system policy adopted in 
the University (for further information see 5.3.5.3), the decrease in teaching 
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hours for students made teachers feel stressed about undertaking the large 
number of tasks required within a limited time. The new curriculum asked for 
more focus on improving students' listening and speaking, and 'Listening 
Comprehension' constituted 35% of the new national College English Test 
Band 4 (2006 Revision). This brought big challenges for teachers. On the one 
hand, they needed to improve their own language skills; on the other hand, they 
were required to change their traditional teaching methodology to IeT-
integrated pedagogy. The comment made by a lecturer in the focus group 
represented this point of view very clearly, 
It is really a big challenge! In the past, both teachers and students 
focused on reading and writing. Now listening and speaking have 
been put in the priority of my teaching. How to grasp a 
corresponding teaching method is a headache to me. How to teach 
students to learn autonomously is quite new to me and class 
management of autonomous learning is another problem. These 
made me worried and stressed. 
(Teacher focus group A, 0611112007) 
These comments were echoed in the findings of the survey discussed earlier (see 
Tables 5.15 and 5.20), in which one third of respondents reported that these 
challenges made them feel nervous. 
Teachers also expressed the view that the reform made them think about the 
difference between teacher-centred and student-centred classes, and about their 
role change from a knowledge conveyer to a resource supplier, from a classroom 
manager to a study assessor (Jager & Lokman, 1999; Meng, 2005; Zheng, 2006, 
Wang, 2007b). Teachers also felt that students were not ready for autonomous 
learning in this context. For instance, because students are not clear about their 
language levels and their learning goals they have not made practical learning 
plans and do not know how to evaluate their own progress (Zhao & Hao. 2006). 
In relation to developing students' capacity for autonomous learning, how to 
guide students to fulfil self-directed, self-motivated and self-evaluated tasks was 
also new to teachers as well. A lecturer using teaching System II commented: 
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According to a survey by us, what students need urgently is 
autonomous learning strategies in the new learning mode. But it is 
not only a new thing to students but to teachers. To be honest, being 
a teacher, I have no idea about how to guide students to learn more 
efficiently with better strategies. I haven't received this kind of 
training nor have I done some self-directed development in this 
field. This made me feel challenged and frustrated. 
(Teacher focus group B, 08/11/2007) 
This is consistent with Zheng's finding (2006) from her study on the effects of 
network-aided language learning that students lacked the skills to learn 
autonomously, and there was a high demand for teachers' supervision, guidance 
and assistance in autonomous learning classroom. As the above quotation 
illustrates, however, teachers may not have the necessary know-how. As Little 
(1995: 180) pointed out, 'language teachers are more likely to succeed in 
promoting learner autonomy if their own education has encouraged them to be 
autonomous'; hence, to prepare teachers for the development of students' 
autonomy, teachers need to start with themselves (Smith, 2000). 
From the discussion above, it can be seen that the reform has apparently brought 
new challenges to the teachers and these challenges consequently made some of 
them feel anxious. It seems that the University and the CED had anticipated 
some of the challenges the reform would bring, and had taken some measures, 
such as ICT training, to reduce the teachers' worries and anxieties in using ICT 
in class. The CPD opportunities provided by the University and the CEO will be 
discussed in 5.4.2. 
5.3.1.3 Stimulus to improvement of leT skills 
The general impression gained from the teacher interviews and focus groups 
was that teachers involved in System II improved their capabilities more quickly 
and widely than those using other systems. Although the former encountered 
more pressure and difficulties when involved in the reform, it seemed that they 
were likely to respond positively to this pressure by seeking to improve their 
ability to meet the requirements of the reform. These teachers were expected to 
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take full advantage of I CT since I CT faci I ities were always there for them to use 
if necessary. No matter whether they liked it or not, they were put into the 
multimedia teaching surroundings. There was no other choice for them but to 
face up to the change and adapt to it. As Littlejohn (2002: 169) states, 'to bring 
about change, you have to create a sense of need and offer specific training in 
specific skills to meet that need'. Since the University was a member of the 180 
experimental universities who took part in the first phase of the national reform, 
a need to integrate ICT with ELT had been created. However, it seems that EFL 
teachers' need for specific ICT knowledge and skills had not been met in terms 
of ICT-related training opportunities provided. One teacher who was chosen to 
teach with System II recalled how she started from a position of zero ICT 
competence and came to grasp some ICT skills from training courses or by self-
study because of her deeper involvement in the System, 
You know, I was a computer idiot when I was first selected to teach 
with this System. I even didn't know the computer keyboard typing. 
I had to turn to students for help when I didn't know the functions. 
Then I fought my way and learned gradually how to use it and other 
basic skills from training courses or by self-study. Now I am 
competent in using some ICT skills (such as PPT) for my teaching. 
I saw my own progress step by step. It is unimaginable! 
(Individual interview with Teacher 11, 2110912007) 
Those teachers who were only allocated limited ICT facilities for teaching had 
an excuse to stand by and wait until their demand for multimedia classrooms 
was met. Their attitudes to and use of the computer and Web depended on the 
availability of ICT facilities. Some of the reasons why teachers were not 
proactive in acquiring ICT skills were stated by one teacher, two thirds of whose 
classes were taught in traditional non-ICT classrooms, 
There is no urgent need for us to learn leT skills at the moment. We 
always think we still have time, for it will take long for the 
University to invest and build enough multimedia classrooms for us 
to use. If they were ready next semester, maybe I would start to 
learn in this vacation. But if ICT was unavailable at all, definitely I 
would not learn, for I couldn't put what I've learned into practice. 
So why should I learn now? Just wait and see ... 
(Teacher focus group B. 08/11/2007) 
205 
From discussion of this issue, it emerged that the involvement in the software 
teaching Systems seemed to be the major stimulus to teachers' acquisition of 
ICT skills and knowledge. The more they were involved, the more 
knowledgeable and skilled they became. 
On the whole, the reform has stimulated the improvement of teachers' ICT 
competence. It also calls for a change from the kind of 'normal' teaching in 
which students with different language ability and leT skills were taught at the 
same pace to a new teaching model in which students benefited from 
individualised, autonomous and cooperative learning. This has led to the 
concept of a 'graded' teaching model (a differentiated teaching method for 
teaching students at different levels), which will be discussed in the following 
subsection. 
5.3.1.4 Graded teaching model 
According to the Requirements (MOE, 2007), the teaching of College English 
should follow the principle of providing differentiated guidance for different 
groups of students and instructing them in accordance with their aptitude. All 
non-English majors have to reach what are defined as 'basic' requirements 
before graduation. Intermediate and advanced requirements are recommended 
for those colleges and universities which have more favourable conditions (see 
Appendix 1). The new technologies, ICT, may help realize individualised 
language teaching and learning which was required by the new curriculum. 
From the student focus groups came a demand for more individualised teaching. 
Students from different parts of China have variable English competence and 
ICT skills and these can only be addressed by differentiated teaching. Managers 
within the University also seem to have realised the necessity of graded 
teaching. The Director of the College English Department (CEO) revealed his 
worries about the situation, 
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A big change in the reform is graded teaching. If we didn't divide 
stu?ents' ~ n g l i s h h proficiency into different grades according to 
theIr startIng levels when they first entered the University, the 
consequence would be like this: students at higher levels would feel 
'I haven't eaten enough', and those at lower levels would feel 
frustrated for they couldn't follow the teacher and were left behind 
other students. 
(Interview with Director of CED, 01/1112007) 
This comment was supported by the Dean of the Academic Affairs Office. 
Although the Requirements explained that before they started the computer-
based English learning, freshmen should take a computer-based placement test 
upon entering college to measure their respective starting levels, all freshmen in 
the University were grouped in Grade one before they started learning because 
this was administratively more convenient. The consequence of this was that 
students worked through the materials in the Learning Base at very different 
rates. Some students who finished earlier just played games there, thus wasting 
valuable class time. 
As required by the Requirements (MOE, 2007), a College English course 
system should be designed according to the universities' circumstances and the 
guidelines of the Requirements. There can be a combination of required and 
elective courses in general English, language skills, English for practical uses, 
language and culture, and ESP (English for Specific Purposes) to ensure that 
students at different levels receive adequate training and improve in their ability 
to use English. According to the plan of graded teaching in the University, Basic 
English courses would be required for Year 1 and Year 2 students, but they 
would have more freedom to select from a course list other elective English 
courses which attracted them or would be of help in their own fields. All the 
courses, whether computer-based or classroom-based, should be fully 
individual-oriented. taking into account students with different starting points, 
so that students who start from lower levels will be well catered for while 
students whose English is better will have opportunities for further development. 
A key basic principle is that the College English course design should later 
provide for individualised learning for students in different majors to meet their 
differentiated needs for future career development. 
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However, the change in the course design would ask for a change in the 
teaching management system, and a change in the teaching and learning 
evaluation system in the University, since these were closely related. At the time 
of the fieldwork it seemed that the University was not yet prepared for these 
changes, as reported by the Director of the CED: 
We are undertaking a reform in the course design now. It is very 
complicated for it involves the adjustment in many areas such as 
teaching administration, credit system, course arrangement, teacher 
training, qualification grant etc. We need a deep and thorough 
discussion with related functional departments under the University. 
(Interview with Director of CED, 01/11/07) 
5.3.2 Availability of leT resources 
As for the ICT available for teaching in the University at the time of the 
fieldwork, there were 15,777 seats in 136 multimedia classrooms, 528 seats in 7 
Interactive Teaching Bases, and 1144 seats in 19 language labs (see Appendix 
14). Some English classes were taken in the multimedia classrooms (this 
depended on the timetabling by the Teaching Administration Office), 
autonomous learning was arranged in the Interactive Teaching & Learning Base, 
and the 'Listening and Speaking' course was assigned to language labs. 
ICT facilities for teaching in the University were still considered to be in short 
supply. In section 5.2, unavailability of ICT resources was reported to be the 
biggest barrier to ICT use (see Table 5.8) by the questionnaire respondents. In 
my observation on the 12 teachers' classes, 8 out of 26 class hours were spent in 
the traditional classrooms, in which no ICT facilities could be found. It is not 
surprising that all teacher interviewees expressed this worry. In the focus groups, 
many teachers complained that the number of ICT-equipped classrooms which 
could be accessed was "extremely limited'. The following comment taken from 
an individual interview with teachers is indicative of the situation, 
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Since multimedia classrooms are so limited, some classes had to be 
arranged just after lunch, say, 1:30pm - 3:10pm. You know it's 
students' nap time so they always feel dozy. You can imagine how 
bad the learning effect is! Even I myself have become tired of 
giving instruction during this period of time. 
(Individual interview with Teacher 6, 17/l 0/2007) 
Some teachers in the focus groups talked of their efforts to get access to an leT-
equipped classroom and their Willingness to teach in the evening if that was the 
only time such rooms were available. Most teachers stated that not only the 
"Listening and Speaking' course should be taught in leT-equipped classrooms, 
but also the "Integrated course', which was nonnally allocated a classroom 
equipped only with blackboard and chalk. 
However, according to the Dean of the AAO, it was unnecessary to use 
multimedia classrooms for classes in which teachers just copied textbook 
content on to PowerPoint slides. He stated that the ICT facilities available for 
teaching could meet the requirement for the moment, but as autonomous 
learning became more popular and teachers and students preferred to use ICT-
equipped classrooms, it would become difficult to meet their increasing demand 
for multimedia classrooms. In my observation, I noticed that most multimedia 
classrooms in the University were rather big (some have over 300 seats) and the 
'Integrated course' was normally arranged in non-ICT classrooms seating 
approximately 30 students. As long as ICT resources were limited in the 
University, it could be regarded as wasteful to arrange all English courses in 
ICT -equipped classrooms. 
As for the Interactive Teaching Base, this was built primarily for the experiment 
of the national College English reform in 2004. The University invested a large 
sum of money in the Base to meet the requirements of the national College 
English reform. However, from the interview with an IT coordinator who is in 
charge of management and maintenance, it emerged that the Base was not 
exclusively used for College English teaching and learning. The functions of the 
Base were diversified. Except for the four hours per week (only two hours in 
Year 2004-2006) assigned for autonomous learning for students involved in 
System II, the course 'Computer Literacy' for all freshmen was taken in the 
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Base after registration in September each year (normally there are about 5,000 
new students enrolled every year). A part of the national College Entrance Test 
paper allocated to the University was marked here as well. In addition, some 
training and conferences occasionally took place in the Base. 
The Requirements (MOE, 2007) suggest that the credits students acquire via 
computer-based courses should account for no less than 30% of the total credits 
in College English learning. System II was designed for students to have at least 
4-5 hours' independent-learning via specially-designed software for which Web 
and the intranet was a necessity. In the academic years 2004-6, only two hours 
for ICT integrated autonomous learning was arranged in the Base, a situation 
which had led to complaints from the teachers and students involved in System 
II (reported in teacher and student focus groups). After continuous negotiations 
with the Teaching Administration Office, students in Year 2007 were allocated 
four hours at a fixed time each week in the Base but this still seemed insufficient. 
Students asked for more flexibility. As one student put it, 
We hope we could go to the Base for independent learning more 
freely, rather than on a fixed time every week. Sometimes you can't 
tell what will happen that day. If the Base could be accessed at any 
time even on weekends, that would be perfect! 
(Student focus group B: 14/1112007) 
The Requirements also state that colleges and universities should explore and 
establish a Web-based listening and speaking teaching model and deliver 
listening and speaking courses via the intranet or campus network. Therefore, 
access to the Web or Internet is crucial to the reform. In my observation, 
however, the Internet was not available in those ICT -equipped language labs 
and multimedia classrooms. Failure to obtain Web access also appeared to be 
cited most frequently by all teachers and students in individual interviews and 
focus groups. One of the teachers in the focus group expressed it thus: 
The reform is sti 11 'on the surface'; it is not a real reform at all. It 
just means using so-called reform textbooks and VCDs in a 
language lab. No Internet access is available there, no mention of 
those traditional classrooms without any leT facilities. 
(Teacher focus group A, 06/1 1107) 
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Another teacher who was using System I complained: 
I think Internet access should be provided to our software system 
'New Experience English' because it has network functions as we 11 . 
if provided with network access, I'm sure our students could h a v ~ ~
learned better. 
(Teacher focus group A, 06/ II /07) 
Although most teachers claimed there was no access to Internet in the 
classrooms, one interviewee pointed out that she had been able to access the 
Internet once successfully in a language lab. However, she was warned not to 
log onto the Net any more and never let her students know afterwards in case of 
a virus attack on the machines. In fact, most teachers were told that Internet 
access was not available in the language labs. One technician explained that 
although one or two labs were linked to the Net, Internet access was not 
encouraged during classes. On the one hand, she added, it would become 
difficult to prevent the misuse of access by students if they got to know; on the 
other hand, the software teaching system in the language labs would become 
more easily attacked by computer viruses and crash. In that case, normal 
teaching procedures would be affected even though anti-virus firewalIs or other 
software was installed. According to her comments, this anti-virus software 
sometimes did not work. If we compare what the technician said with the 
comments of teacher interviewees, it appeared that teachers were not well-
informed of Internet access at the teaching venues; even if they happened to 
know about it, they would be persuaded to keep it secret from the students. It is 
obvious that neither the letter nor the spirit of the Requirements were being 
followed in this respect, which state that 'the extensive use of advanced 
information technology should be encouraged, computer- and Web-based 
courses should be developed, and students should be provided with favourable 
environment and facilities for language learning' (MOE, 2007: 17). 
The few teachers who had the chance to use multimedia classrooms for the 
'Integrated Course' or 'Reading, Writing & Translation' Course (teachers of 
LiDa experimental classes and teachers involved in System II. further 
information about LiDa Experimental classes can be found in Appendix 3) were 
luckier, for the campus network could be accessed if an application was 
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submitted. However, it was still unlikely that they would be able to link to the 
Internet freely when needed. 
The lack of ICT facilities for students was also mentioned by both teacher and 
student interviewees. Table 5.33 showed that the distribution of ICT use inside 
and outside classrooms was imbalanced. This was explained in the interviews 
with teachers: since more teaching tasks were assigned to them in class after the 
new teaching systems were adopted in the University, they had to get students 
to use ICT more outside class. Students had to turn to extracurricular use of 
other available ICT resources. However, it was reported that only a few schools 
provided computer rooms for their staff and students. Those who had no 
computer rooms in their own schools had to go to the University library where 
there was a computer room with very limited seats and without microphones or 
earphones. This made it impossible to practise listening or speaking. An 
associate professor told the researcher that on the one hand, computer- and 
Web-based teaching and learning was strongly advocated, but on the other hand, 
the provision of ICT resources for his students was inadequate; what was worse, 
freshmen in some schools were not allowed to buy PCs for their own use in the 
dormitories. If some students had brought a PC with them, they were prohibited 
from getting access to the Internet in the dormitories. At the time of the 
fieldwork, each student was provided with learning VCDs by the Presses, 
together with textbooks, which enabled them to use their own PCs after class. 
However, according to a survey by a professor, there were only two or three 
PCs available in each of her classes. That meant most students could not make 
full use of their VCDs and practise and digest what they had learned even if 
they did not grasp what teachers had taught in class. This was seen as a huge 
waste by an experienced professor. Her comment coincided with the views 
expressed in a student focus group. This contradiction also made students 
frustrated. One student complained, 
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Without Internet, we were isolated within a closed small room. We 
couldn't search for useful materials for learning, or submit 
coursework online, or discuss problems with teachers via E-mail or 
MSN. What's the value of spending several thousands Yuan for a 
pe? We still have to go to the Net club to do these and we have to 
pay more there! 
(Student focus group A, 12/11/2007) 
Faced with insufficient leT facilities and resources, teachers claimed to have 
taken countermeasures to supplement what was available. This was confirmed 
in my classroom observation. For instance, I saw two teachers who brought tape 
recorders and one teacher who brought his own laptop to the traditional 
classrooms without leT facilities. Recorders could help students get used to 
natural English pronunciation and improve their listening to a certain extent but 
repeated rewinding and forwarding wasted precious time in class. Although 
students could enjoy pictures and sounds at the same time with the use of a 
laptop in class presentation, the problem was that the screen was not big enough 
for 30 students to see clearly. Moreover, carrying the laptop with leads and 
speakers added to the teachers' load. In one classroom observation, the teacher 
used two backpacks to carry teaching textbooks, handouts and laptop. The 
sound and video effect may not have been satisfactory but it was better than 
nothing. 
Teachers' motivation for using new technology is crucial and better resources 
for teaching are regarded as an external motivating factor (Hansson, 2006). It 
was surprising to find out that many EFL teachers still maintained rather high 
motivation even in difficult circumstances. This motivation led them to seek 
ways to introduce technology in their teaching. Teachers also made an effort to 
compensate for the shortage of pes and lack of Internet access for students after 
class. Signing up to a shared free e-mail account for communication between 
teachers and students appeared to be one method that was widely accepted and 
adopted. Teachers first searched for useful learning materials and downloaded 
them; then put them in the shared email boxes for students to download on to 
their mp3 or mp4 players so that they could practise freely in their own time. 
Students could also make full use of this shared mailbox and put forward their 
questions there for other students to discuss and for teachers to answer. In the 
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case of limited ICT facilities and resources, this was regarded as a useful 
supplement to learning by both teachers and students. However, the data did not 
show that EFL teachers had set up any Website for English teaching and 
learning. The reasons may be that few EFL teachers have grasped the ability to 
set up a website or the setting up and maintenance of a learning website is time 
and energy consuming, while few incentives or rewards were provided. 
To sum up, limited resources within the University are a great impediment to 
the teachers' take-up of ICT in language teaching. Lack of computers and 
Internet access in the classroom can seriously limit what teachers are able to do 
with ICT. Limited resources results in lack of ICT integration, which in turn 
results in lack of sufficient ICT experience for both students and teachers 
(Mumtaz, 2000). Therefore, in order to keep teachers' high motivation in using 
ICT in English class, they need to be provided with adequate facilities (Hansson, 
2006). 
5.3.3 Grasp of leT knowledge and skills 
Apart from the issues discussed above, many of the interviewees also pointed 
out their lack of ICT knowledge and skills. The findings of the survey reveal 
that most EFL teachers were using very basic functions of ICT for work (see 
Table 5.10); this was confirmed in interviews and verified by classroom 
observation. 
Table 5.8 indicates that lack oflCT skills ranked third in the teachers' list of the 
barriers to ICT use in teaching. It was also reflected in the teacher interviews 
and focus groups. Some teachers seemed to have no confidence in Web-based 
teaching. This might be because learning to use new technology is a long 
journey in which knowledge is accumulated day by day and they lacked the 
necessary energy and time. Another reason appeared to be the inadequate access 
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to the Internet at work, which stifled teachers' enthusiasm for learning. 
Teachers' lack of basic Web knowledge and unfamiliarity with software systems 
and management systems were also commented on by an IT coordinator in the 
Base and a technical assistant in the language labs. As the assistant put it: 
Some teachers are so poor in ICT knowledge. They rely on us too 
much. Even for a minor and simple procedure in operation, they 
couldn't manage and had to let it be and turned to us. Some teachers 
misused the CD driver and destroyed their CDs completely. Some 
teachers didn't know where they should insert the memory disk and 
pulled out the mainframe and caused it to collapse in class. You can 
imagine how messy the class was! 
(Interview with a technical assistant, 20/1 1/2007) 
Both the IT coordinator and the technical assistant suggested that more training 
should be provided so that teachers at least grasp basic ICT knowledge and 
skills. Students in focus groups also put forward this suggestion as they felt the 
leT competence of their English teachers was not good enough. However, the 
viewpoint of the Director of the CED appeared to be different. In his eyes, since 
sufficient training opportunities in different forms had been provided, most 
teachers should already have adequate skills for teaching and research and this 
should not be a big problem in the implementation of the national reform. The 
view of the Director of CED indicated that the University seemed to have 
followed the Curriculum Requirements (MOE, 2004, 2007) which state clearly 
that colleges and universities should lay emphasis on the training and 
development of College English teachers. Obviously there exists a lack of 
awareness here: the management was too optimistic about the ICT -related 
training effects, which resulted in an overestimation of teachers' ICT 
competence and an underestimation of the difficulty the reform has posed for 
them. 
As for the ICT knowledge and skills of students, some teachers admitted that 
students' ICT competence is much better than their own and often asked for 
their help when encountering problems in class. The IT coordinator agreed that 
students' skills were becoming better and better with the dissemination of 
computers nationwide. Students in focus groups even asked for the opportunity 
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to be involved in the design of teaching and learning software. However, 
students' leT levels also varied for some of them came from less developed 
areas where computers had not been widely used in schools. 
It is perhaps a commonplace that young people are more likely to learn new 
technology and accept new things more easily than older people. Goodwyn, et al. 
(1997) grouped English teachers in their study into three distinct categories 
when they used leT in classroom: 'the fearful', 'the unresolved' and 'the 
optimists' (cited in Mumtaz, 2000). 'The fearful' represent those usually older 
teachers for whom leT is generally a threat and the cause of much anxiety. This 
older teacher generation is called the 'overhead generation' for they only know 
how to create overhead transparencies for their lectures (some do not even know 
how to do this), but do not know how to produce PowerPoint presentations 
(Hansson, 2006:557). In this study, the IT coordinator in the Base pointed out 
that young teachers had less difficulty in using the software system. Three 
young teachers showed confidence in their current leT competence and said that 
they did not worry about acquiring new leT skills. An older teacher, on the 
other hand, said that he found it harder to learn new leT knowledge and skills in 
his 50s. However, this was not the case for all older interviewees. A professor 
who was to retire in two or three years stated: 
I learned leT skills out of my interest. I love everything that can 
improve my teaching and do good to my students. leT is not an 
exception. I am one of those who first used leT in teaching in my 
school. I dare say my leT competence is even much better than 
some of the young teachers in the Department. 
(Individual interview with Teacher 3, 18/10/2007) 
I went to this senior professor's class and observed that she could use the leT 
equipments skilfully. I also noticed that she was the only teacher out of 12 who 
used digital camera to record s t u d e n t s ~ ~ performance in class and reflected after 
class. The technical assistant in the language labs also felt that the grasp of leT 
skills and knowledge had little relation to teachers' age. According to her 
observation, in many cases it was the younger teachers that came for help even 
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about matters which seemed just common sense. It seems that interest and 
enthusiasm rather than age is the key to a good grasp of new knowledge. 
5.3.4 Effects of leT-integrated teaching and learning 
Evaluation of ICT impact can be challenging (Karagiorgi & Charalambous, 
2006). The literature shows that effectiveness of ICT in language classrooms has 
been doubted (Clark, 1991; Liddell, 1994; Zhao, 2007) because there is a lack of 
hard educational evidence in terms of learning benefits to be gained from 
employing any specific medium to deliver instruction (2.3.2). In this study, it 
was reported that when multimedia classrooms were set up and ICT was 
integrated with English teaching in 1999 in the University, the 'one to many 
model' was widely adopted, i.e. teachers were lecturing through a video 
conference system in one classroom to several hundred - and even one thousand 
- students located in different classrooms in different teaching buildings. 
However, this was replaced in 2002 by the 'one to one model' (in which one 
teacher taught students face-to-face only in one multimedia classroom) because 
of dissatisfaction with the effects of the earlier model (see Appendix 15). 
Interviews with teachers, the Director of CED and the Dean of AAO helped to 
clarify the rationale for this change of policy. Firstly, after years' of 'spoon-fed' 
teaching in middle schools, students could not adjust to the new teaching model. 
Secondly, interactions between teachers and students in that model appeared to 
be insufficient because teachers seemed more distant when they taught in 
another classroom via a closed circuit system. What was worse, some classes 
misbehaved because there were too few teachers to supervise them. At the time 
of the fieldwork. all the English classes were using the 'one to one model'. 
When asked about the effects of ICT-supported teaching and learning in this 
model, 10 out of 12 teachers in individual interviews indicated its advantages 
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and positive results, which were consistent with what was found in the survey 
(see Tables 5.19and 5.30). As one interviewee who used System II put it: 
In terms of teaching effects, my students improved quickly. If we 
use the results in College English Test as assessment criteria, my 
students ranked in the first group by achieving a high passing 
percentage in the university. Over 90% of my students passed the 
CET Band 4, and in some classes even 100% students passed the 
test. 
(Individual interview with Teacher 5, 18/09/2007) 
Testing, rather than serving as a medium to facilitate and promote language 
teaching, plays a dominant role in Chinese ELT, and dictates its performance 
(Gu, 2007). As discussed earlier in this chapter (5.3.1.2) and in Chapter three 
(3.3.3), a national test, CET Band 4, is widely used as a measure of college 
students' English competence and a pass in this test is regarded as a basic 
requirement for graduates by employers. College English teaching before the 
CET reform in 2006 was CET-oriented and the pass rate in CET of the classes 
that an EFL teacher taught had a direct influence on teachers' pay. It is 
understandable why some teachers still believed a high pass rate was a reflection 
of effective teaching. 
The effect on students using different software systems was reported to be 
slightly different. Those who used System II said ICT-integrated English classes 
stimulated an improvement in listening and speaking. This was supported by the 
comments of the Dean of AAO and the Director of CED who had carried out a 
survey of what effect the software teaching systems had had on students. 
However, students using the other three systems were dissatisfied with the effect 
of the 'Listening and Speaking' course although it was undertaken in ICT-
equipped language labs. It was explained in student focus groups that the large 
classes limited their interaction with the teachers. Only those who were actively 
involved in class activities derived real benefit. In addition, the layout of desks 
and chairs in language labs created a distance between teachers and students 
(see Appendix 16). In an observation of a language lab lesson. the teacher sat 
motionless and inscrutable in front of a computer on the platform - physically 
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and emotionally detached from the students below. She did not come down to 
the floor of the room in the whole hour. The transparent screens in front of each 
student were like barriers which separated them from their teacher. With the 
help of the video I recorded in observation, later I could view them again and 
again, and found that only four out of 10 teachers walked away from the 
platform to where students sat. It seems that interaction was constrained when 
teaching was arranged in this way and in this kind of room. Some students 
claimed they learned more in the traditional non-ICT classroom where they 
could have close face-to-face communication with the teacher than in the 
modern, well-equipped language labs. 
Although most teachers showed optimism about the effects of ICT-integrated 
English teaching, one teacher expressed uncertainty in an interview about the 
long-term impact of ICT use in language teaching. According to Rogers (1995), 
if the results of an innovation are easily observed, the rate of adoption is positive. 
Similarly, in this study, if EFL teachers could not observe the results of ICT-
integrated language teaching, it was unlikely that they would continue to use the 
reform. Hence, the need for research-based evidence was emphasised by the 
Director of CEO, 
Now what I am thinking about most is how much good ICT could 
bring to English teaching. No doubt any reform will promote 
teaching to a certain extent, but is the effect of the reform the same 
or different from that before it? Nobody could give an answer 
before the reform finishes. It needs continuous experiment and time 
to prove. 
(Interview with Director of CEO, 011 11/2007) 
In the eyes of the Dean of AAO, generally speaking, the experimental reform 
was a success in terms of CET 4 when results were compared with those 
achieved by comparable students (in this university) previously. As regards 
English language proficiency, however, he felt that there had been a decline in 
standards. Firstly. compared with other universities in the province, the pass rate 
in CET Band 4 and 6 in this university was not the best; secondly. the English 
scores of graduates in the University in the Postgraduate Entrance Test was not 
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as high as in other key universities; thirdly, fewer students in the University than 
in other universities took international English tests such as TOEFL, IEL TS and 
the results of these were not satisfactory. The validity of these evaluation criteria 
were questioned by an experienced professor who had taught College English 
for over 30 years. She pointed out that College English courses are only 
provided in the first and second year while the Postgraduate Entrance Test is 
normally taken in the fourth year when students are about to graduate. During 
this two-year gap, students can take elective English courses or simply study on 
their own. This raises the issue of the less direct effect of teaching on the 
development of students' capacity in their autonomous learning. It seems that 
the Dean was operating with an inappropriate criterion for assessment here. The 
obvious thing to do would be to compare previous scores with current scores 
rather than look at other universities, who were adopting teaching software 
systems as well. It also seems inadvisable to judge the effect of teaching only by 
tests. However, given the deep-rooted emphasis on testing in Chinese education 
(see 3.3.3), scores in testing may continue to be used as the main criterion by 
some managers and teachers. 
5.3.5 Institutional and departmental support 
5.3.5.1 Overall support 
Since 1998, when the University first undertook online education, College 
English was one of the courses taught to distance students and students on 
campus via the Internet and the campus network. In the interviews with the 
Dean of AAO and the Director of CEO, it was pointed out that the University 
had invested a large sum of money in Yuan in the ICT facilities in multimedia 
classrooms and built the Interactive Teaching Base. In order to support the 
national reform. the University had also spent a great deal on improving the 
equipment in language labs. Digital technology was installed in each lab in an 
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attempt to guarantee the smooth implementation of the reform. Another action 
to support the reform was to rebuild the English Park (a venue on the campus for 
students to practise oral English and communication ability) including fixing 
new, brighter lamps and equipping sound boxes of great power, so that students 
were provided with a more favourable environment and facilities for language 
learning, as suggested in the Requirements. Some EFL teachers also had 
opportunities to undertake teaching reform projects or were given research 
grants. Each project was allocated 8,000 - 20,000 Yuan (equivalent to 800-2000 
pounds). In the view of the Dean of AAO and the Director of CEO the , 
institution's support for the reform was sufficient. 
Teachers acknowledged the support mentioned above but complained this did 
not go far enough. The availability of ICT facilities for both teachers and 
students were reported to be far from enough (5.3.2). As for the teaching reform 
projects provided as a support to encourage CPO, most teachers stated that there 
was a quota of only two or three per year, but there were nearly 90 College 
English teachers in the University. One experienced professor admitted that the 
chances of obtaining a project were more or less related to the applicant's 
academic title. Although more teachers could participate in the projects if 
invited to do so by the project leader, those involved were still the minority. 
From the above discussion, it seems that the management staff saw support 
mainly in financial terms. Actually there were other kinds of support needed in 
the implementation of the reform, such as technical support, administrative 
support, positive policy, and appropriate communication channels, which will be 
discussed in the following subsections. 
5.3.5.2 Technical support 
Technical support is an important factor in using computer technology 
successfully (Mumtaz. 2000; Williams et aL 2000; Zhang & Yang. 2002; Zhao. 
2007). In the survey. lack of technical support was reported to be the second 
biggest barrier to teachers' use of leT in teaching (see Table 5.8). This was also 
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frequently mentioned in teacher interviews and the focus groups. In the Base, 
teachers stated that technical support from IT coordinators was sufficient and 
timely. During my visit to the Base, an IT coordinator came immediately when a 
technical problem occurred and solved it in a few minutes since the IT office 
was next to the interactive learning centre and they were available at any work 
time. The support from the technicians in the language labs, however, was 
reported to be disappointing. As discussed in 5.3.3, the IT coordinator and the 
technical assistant pointed out that EFL teachers' ICT knowledge and skills 
were not good enough. If the teachers had had more knowledge they would not 
have felt the need for so much support. As shown in Appendix 14. the language 
labs were managed by the School of Foreign Languages; the technical assistants 
were staff who had worked in the office as secretaries before then transferring to 
their current position after basic training. Their duties included showing teachers 
how to operate the machines, simple maintenance and minor repair of the 
equipment, such as fixing broken desks, headphones or microphones, and taking 
precautions against fire and theft. Many respondents complained about the 
unreliability of the technology for technical problems occurred quite often. If the 
computers broke down or the teacher control systems collapsed, they had to call 
the engineer from the factory which supplied the equipment. Repairs, even of 
simple facilities, also took some time and teachers complained about this. One 
lecturer described the problem she met one day: 
There are 64 seats in the language lab, but the connection between 9 
seats and the main control system failed. I have 58 students there! 
You tell me, what should I do? What's worse, some earphones were 
broken· I had to ask two students to share one set of earphones and , 
microphones. 
(Teacher focus group A, 06/1112007) 
During an observation of a one-hour 'Listening & Speaking' course in a 
language lab, the teacher had to use a loudspeaker and conduct plenary listening 
practice because a connection failure affected students' headphones. Faced with 
the malfunction of facilities in language labs, teachers reported that they moved 
to another language lab if one was available or changed to instructing without 
ICT. In the latter case, teachers had to act as a tape recorder or computer and 
read the whole text of a listening comprehension passage. 
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The lack of technical support seems to be associated with inadequate training 
not only for technical assistants but for teachers as well. As discussed in 5.3.3, 
teachers' lack of basic ICT knowledge and skills can actually cause technical 
failure as well. The limited number of language labs available for the 'Listening 
& Speaking' course seems to be another main factor. If all the labs were 
occupied throughout the day, machines were more likely to break down and 
even a qualified technician would have no chance to get into the lab and carry 
out the repair if students were having a class there. 
In most cases, the aim of installing ICT equipment In the classroom is to 
promote effective teaching and learning. However, administrators need to be 
aware that simply installing equipment cannot guarantee an improvement in 
teaching-learning effectiveness; continuing technical training for staff (both IT 
technicians and teachers), technical support and updating facilities are also 
essential components of the successful use of computer technology (Zhao, 2007). 
5.3.5.3 Credit system policy 
The University adopted a flexible credit system in 2006 and reduced the 
required College English credits from 16 to 12 so that students would have more 
freedom and time to select the courses they preferred and earn corresponding 
credits. As a result, class hours for College English were reduced from four to 
three per week. However, this reduction of College English credits apparently 
contravened the College English Curriculum Requirements (MOE, 2007), and 
led to complaints from teachers and the College English Department. Many 
teachers could not understand why the University had reduced the 'Listening & 
Speaking' course from two hours a week to only one hour a week. One teacher 
observed: 
.,.., ... 
_ ... .) 
Once every two weeks for 'Listening & Speaking' is far from 
enough. It could not meet the requirement of the new CET Band 4 
at all, in which Listening part has been increased to 35%. Although 
teachers emphasised the importance of listening and asked them to 
practise more after class, who knows if they did or not? It's hard to 
say. 
(Teacher focus group B, 08/1112007) 
Another consequence of the decrease in class hours for College English was the 
provision of fewer chances for teachers to teach in language labs. As the 
technician stated, more than one operating system for teachers' use was installed 
in the labs because they were equipped at different times by different companies, 
which led to more problems of maintenance and repair. Teachers pointed out 
that although they had all received relevant training on how to use the teaching 
systems when a new one was installed, this training was hurried and they had 
had not enough chance to familiarise themselves with the labs for they only 
came there once every two weeks. In addition, they might have to use different 
systems each time. Reflecting on how she felt when using a new operating 
system, one of the teachers stated: 
I was really worried about the use of different systems in the 
language labs. You used this system this term and became familiar 
with it. Then next term you had to use the second even third kind of 
system, for they put a new one there or your teaching was scheduled 
in other language labs where different operating systems were 
installed. I had to force myself to adapt to it within a short period 
of time. In some cases, I was confused and pressed a wrong button 
and caused trouble. I had to ask for help. It was really a headache! 
(Individual interview with Teacher 8, 16/1 0/2007) 
The following quotation from the Director of CEO also indicated his confusion 
with the credits reform: 
I am afraid our university is the only one in our province where 
credits for College English course was reduced from 16 to 12 and it 
. ' 
IS even rare nationwide. Those universities who did reduce the 
credits, however, adopted other measures to make up for the 
insufficiency of class hours. But our university did nothing to 
compensate for the reduced hours in class; they made such a big 
change unilaterally without having discussed it with the College 
English Department. 
(Interview with Director of CEO, 0111112007) 
According to the Director, other universities compensated for the reduced hours 
in class by inviting groups of native speakers to participate in a series of 
activities with students so that the students could improve their communication 
ability and learn more about English culture face to face. According to the 
Requirements, the credits students acquire via computer-based courses should 
account for no less than 30% of the total credits and should be equally 
acknowledged once students pass the exams. Therefore. those universities who 
reduced credits for College English just built more computer rooms for students 
to study autonomously. However, this University just reduced the credits 
unilaterally without putting in place any other measures. According to the 
Director of CEO, this would be likely to have serious repercussions for English 
teaching and learning. He suggested the reform of course design should start as 
soon as possible. 
The inadequate ICT resources, and particularly the absence of ICT facilities in 
small classrooms, limited the use of small-scale classes for English teaching; the 
limited number of seats in the Base for autonomous learning restricted the 
number of students who would experience the real experimental reform. It 
appears that the national College English reform and the credit reform in the 
University necessitated more ICT-equipped classrooms for ICT-integrated ELT 
and more self-access facilities for students to learn independently. 
5.3.5.4 Other support 
In terms of sources of support for ICT use, Table 5.35 shows that teachers 
tended to turn first to professional journals if they needed help in using ICT. 
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Interestingly, students ranked second instead of other staff and IT coordinators. 
This might be because students could often solve a problem in less time than it 
took to call a technician. 
Table 5.35 Sources of support for using ICT (0=78) 
Frequency Percentage 
Professional journals 65 83.3% 
Students 52 66.7% 
Other member of staff 39 50% 
IT coordinator 34 43.6% 
Other 2 2.6% 
Most teachers indicated in interview their embarrassment at the lack of personal 
ICT equipment and office consumables or stationery provided by the University 
and the School. As some teachers put it in the focus group: 
Teacher A: Just imagine, around 70-80 teachers share only one 
office, only with two old computers produced in 1990 ... when they 
were broken, we sent for the IT coordinator, he even refused to 
come; he said there was no way to get them work properly, for too 
many viruses were there! (All other participants laughed.) 
Teacher B: We have few office facilities to use, no paper, no pen, 
no free photocopying, nothing at all! We use all our own money to 
buy and use them for work ... 
Teacher C: I think we should be provided with more electronic 
equipment for us to use at work. Till now, we haven't got a free 
memory disk from the School and the University, no mention of 
laptops, while the colleagues in the neighbouring universities have 
got three free laptops already! Just see, I have to use my own 
computer, my own printer, my own money for photocopying ... only 
for my work! (Others nodded and laughed.) 
(Teacher focus group-B, 08/1112007) 
Other teachers complained that the workload had become heavier since ICT-
integrated English teaching demanded more time and energy for class 
preparation. but with no increase in their rather low salaries or other forms of 
incentive. This point was echoed in the interview with the Director of CEO. In 
his words. there was a limited budget in the Department and he had to report to 
the School before it was used. Although he recognised that the reform had 
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increased the workload for the teachers using System II, he stated that what 
teachers could get from the Department was praise and some opportunities to go 
to other universities or institutions for further study or training. Since better 
resources for teachers to use at work in general and higher teacher salaries in 
particular are important external factors to motivate teachers to use new 
technologies (Hansson, 2006), teachers felt frustrated and financially stressed in 
this situation, particularly the young married teachers. They stated they had to 
teach more class hours to support their families. Therefore, there was little time 
for them to develop professionally. Although most teachers showed great 
enthusiasm for the national reform and were active in integrating ICT with class 
teaching (5.2.3), the general consensus was that the very limited support was 
likely to reduce teachers' enthusiasm, affecting their active attitudes towards the 
reform and on the whole, would constrain its smooth implementation. 
Another important form of support which teachers asked for was better 
cooperation and communication between the University and the School in 
relation to the national reform. As Karavas-Doukas (1998) has pointed out, good 
communications and a regular flow of feedback during the process of 
implementation can facilitate the effect of an innovation. Although both the 
Dean of AAO and the Director of CED stated that the University had provided 
strong support for the reform, it seems that teachers' communication with the 
staff who were in charge of specific operations was not as efficient as it might 
have been. Some teachers complained that much time was wasted in explaining 
why they wanted multimedia classrooms for English teaching to the member of 
staff in the Teaching Management Office (TMO), who had not received any 
written or oral instruction from his Dean or the teaching secretary of the School 
of Foreign Languages. Teachers had to go backwards and forwards between 
them before a multimedia classroom could be assigned. The time wasted in 
persuading and managing effective communication between the two secretaries 
could have been used in preparing better teaching materials for the students, as 
the teachers pointed out. The IT coordinator agreed and commented also on the 
strange phenomenon that EFL teachers had to ask for the use of the Interactive 
Teaching Base from the TMO themselves, an administrative procedure which 
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should be handled by teaching secretaries. Sometimes teachers were refused and 
therefore frustrated, which affected their moods in the class to a certain extent. 
In the IT coordinator's view, it seemed there was a need for team leaders who 
could coordinate room timetable arrangements and deal \\'ith the difficulties of 
teachers using different software systems. The Director of CED admitted that 
this level of coordination was lacking. Although in each software system there 
was one teacher acting as an organiser, he stated that they were volunteers 
without specific duties and without any financial allowance for extra work, 
which might have affected their enthusiasm and efficiency. 
Cooperation between technical assistants in the School was also unsatisfactory 
- , 
to judge by an interview with a technician in the language lab. Computer viruses 
which caused the collapse of all the computers in the language labs were seen as 
a big problem. To install anti-virus software was regarded as an effective way to 
prevent virus infection, the assistant reported, and the software should be 
upgraded from time to time to guarantee the latest form of protection in place to 
protect the computers. However, because of the difficulty of getting access to 
the Internet in each language lab, the upgrading became impossible. The task of 
arranging access to the Internet in the labs was the responsibility of another 
technician who had to maintain the normal operation of computers in the School 
offices (which are some distance from the language labs). The assistant did not 
even know when the technician would get the Internet connected. Although one 
or two language labs could access the Internet and teachers found it necessary to 
use the Internet, they were still told not to use it to avoid virus infection because 
the current software could not protect the computers, and this caused a great 
many complaints from the teachers. 
If these comments are taken as even a partial reflection of the provision of 
facilities in the University and the School, it appears that, at the time of this 
study, circumstances made it difficult for teachers to use leT in their teaching 
on an everyday basis and for their professional and personal development needs 
to be met at work. 
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5.3.6 Overall impact of the reform 
Although the University was one of the first to adopt software teaching systems 
which were the core of the national reform, the number of classes participating 
in System II from 2004-2007 varied between 9 and 13 (2004, 11 classes; 2005, 
13 classes; 2006, 10 classes; 2007, 9 classes). Altogether, six EFL teachers used 
this System. This means that of the 5,000 new students enrolled in each year, 
only 10 classes or so (approximately 300 students) fully experienced what \vas 
intended. Most students just used the other three systems. The effect of System 
II was reported to be positive by both teachers involved and the Dean of AAO in 
terms of CET 4 results, although this was not universally accepted, as noted 
above, as the only evaluation criterion for language teaching and learning. The 
Dean acknowledged the difficulty in expanding the use of System II to more 
students. Firstly, expansion meant a huge investment in new hardware and 
software resources and the current resources would be out of date after about 
five years' use and need upgrading, otherwise it would affect normal teaching. 
A rolling programme of upgrading on the scale needed would require a huge 
capital investment. A second problem he mentioned was that of computer 
viruses, which might attack the ICT facilities from time to time. How to 
guarantee the normal operation of the machines was a big challenge to the 
University. Thirdly, students should be educated how to use ICT more 
effectively and, at the same time, they should know how to use the equipment 
properly and take good care of it. Therefore training teachers and students not 
only for effective use of ICT in teaching and learning but in an operational sense 
was necessary. ICT -integrated teaching also necessitated closer cooperation 
between teachers and technicians. 
The Academic Affairs Office Dean and the College English Department 
Director claimed that the College English reform had nevertheless had an impact 
on the University, the EFL teachers and the students involved. First, the reform 
experiment and computer- and Web-based English teaching had led to a 
significant change in English teachers' attitudes and beliefs from teacher-centred 
to student-centred teaching models. It had awoken their enthusiasm in acquiring 
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ICT skills and stimulated them to learn how to guide students' autonomous 
learning. At the same time, the reform had aroused students' interest in learning 
English and ICT knowledge and pushed them to adopt new aids to language 
learning. In both teacher and student focus group, mp3 and mp4 players and 
mobile phones were reported to have been used in English learning after class 
besides traditional tape recorders and radios. The independent learning ability of 
students who studied autonomously in the Base was enhanced and their listening 
and speaking ability improved faster than those who learned in language labs, 
according to the data provided by the Director of CED. However, as this 
Director, the IT coordinator in the Base and EFL teachers claimed, students' 
ICT competence and learning skills turned out to be diversified in the reform, 
which caused managerial difficulty and called for guidance in autonomous 
learning and graded teaching. In the viewpoints of the Dean of AAO and the 
Director of CED, on the whole the reform had brought good to the University 
and the overall teaching level and the quality of academic resources appeared to 
have improved. 
5.3.7 Summary 
As discussed above, reactions to the reform in the University were different at 
different levels. It seemed that the reform had received institutional, 
departmental and personal support in terms of huge investment, relevant polices 
and positive attitudes and beliefs. The effect of the new software teaching 
systems, on the whole, was also reported to be positive from the perspectives of 
management, teachers and students, but their lasting effect was doubted by 
management and teachers and it was recognised that continuous monitoring and 
continuing investment would be needed. 
Successful computer integration always requires excellent facilities, technical 
back-up and financial resources (Mumtaz, 2000). The investment in building 
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JCT -equipped classrooms, an autonomous learning Base and language labs was 
large but it appeared far from enough, which limited the use of software systems 
and delayed the overall implementation of the reform. On the one hand, JCT 
facilities were in great demand; on the other hand, the current ICT resources 
were not fully exploited (e.g. the use of Internet), even wasted in a sense (e.g. 
non-use of learning CDs by students). Unavailability of ICT for teaching and 
learning was reported to be a significant constraint on the reform. Most teacher 
interviewees acknowledged the need for further ICT skills and knowledge but 
the demand was diverse. Technical support appeared to be another key factor in 
promoting the effective use of ICT resources and sufficient and continuous 
training was called for not only by teachers but also by IT coordinators, 
technicians and students. The teachers interviewed also felt the need for more 
institutional and departmental support (policy support, financial support, and 
management support). There was also dissatisfaction concerning communication 
between administrators, between the University and affiliated schools and 
departments, and in general between managers and users of the innovation. As 
Karavas-Doukas (1998) has noted, effective communication networks are 
essential if teachers are to clarify the meanings of the innovation, express their 
concerns and problems and find solutions to them (Karavas-Doukas, 1998). In 
this University, greater administrative efficiency would free teachers and leave 
more time and energy for their own teaching tasks, which would facilitate the 
smooth implementation of the national reform. 
5.4 CPD policies and practices 
This section focuses on CPO policies in the University, EFL teachers' 
experiences of the institution's CPD practice, and their views on how organised 
CPO had met their needs in relation to the reform. It draws on three data sources: 
the questionnaire survey of teachers, individual interviews with teachers and 
management staff and a focus group with teachers. 
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5.4.1 Institutional policies for CPD 
In order to better understand the policies for CPO in the case university, an 
interview was conducted with the Personnel Department Chief. The following 
information was based on that interview and provided an overall picture of this 
department - how it operated and what kind of CPO policies it provided for 
teachers. 
The Personnel Department is one of the most important departments in the 
institutional management structure of the University. Its functions cover the 
appointment of academic staff, academic promotion, staff training and appraisal. 
It is also responsible for staff salaries and welfare. Staff training includes pre-
service training for newly appointed staff and in-service professional 
development for other staff. As discussed in 3.4.1, like in-service teacher 
professional development in other universities, CPO in this University takes 
different forms. Some teachers are sent as advanced visiting scholars to other 
nationally famous universities; specialized training, such as English proficiency 
test training is offered; and further study or training abroad opportunities are 
also provided. Appraisals involve annual assessment, academic title promotion 
assessment and some special A wards undertaken by the Teaching Assessment 
Base affiliated with the Academic Affairs Office. Classroom observation is used 
widely to evaluate teaching. An expert group composed of experienced and 
senior professors observe classes from time to time in order to guarantee the 
quality of normal teaching and provide supervision and guidance for 
inexperienced teachers or teachers who have received negative feedback from 
their students. Teaching contests in different skills. such as a multimedia 
teaching contest, are undertaken every year to select the best teachers from 
different schools and departments in the University. These teachers act as 
models for other teachers to follow. 
A special office affiliated to the Personnel Department is responsible for the leT 
competence certificate-test and the training for this test is available once a 
month in the University. A clerk is responsible for providing training materials. 
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organizing training and suggesting specific training modes for trainees. Staff pay 
a small sum of money for the textbooks and the training itself is free. In 
addition, the Personnel Department cooperates with the provincial Training 
Base for teachers in higher education and organizes some ICT training on 
certain topics from time to time. 
According to the Personnel Department Chief, the budget for both pre-service 
and in-service training for staff in the University is 600,000-800,000 J'uan 
(60,000-80,000 pounds) per year, which includes the budget for ICT training 
organised independently by the University or co-organised by other 
organisations such as the Provincial Training Base. In addition to the training for 
ICT competence tests organised by the Personnel Department, the Academic 
Affairs Office has also provided different forms of ICT -related training, such as 
lectures given by experts in this field. Both teachers and technicians receive 
training together and exchange views on how to prepare PPT courseware. 
During the period 1998-2002, the University cooperated with some professional 
companies to provide technical support for teachers who taught distance (online) 
programmes. Normally the procedure went like this: scripts of the courseware 
were written by teachers; technicians designed the courseware according to the 
submitted scripts and communicated with course teachers frequently until they 
achieved mutual satisfaction. Since 2002, commercial companies have no longer 
been invited to participate in the courseware design. The course teachers 
themselves have been responsible for the whole procedure of courseware 
writing and designing. Teachers have thus been required to become not only 
course design experts but also courseware designers, which has required them to 
acquire more advanced ICT knowledge and skills. They cannot rely on the 
technicians any more but they can get a special budget from the University in 
the form of teaching reform project grants. Course teachers can obtain 8,000-
12,000 Yuan (800-1,200 pounds) and use some of this money for ICT skills 
development. However, since the budget is limited, the number of teachers who 
can benefit from such project grants is also limited. according to the Dean of 
AAO. 
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In addition, teachers are given training on how to use new equipment when 
classrooms have been newly-equipped with ICT facilities or \vhen new 
management systems are adopted. Moreover, the Dean stated that the Labour 
Union in the University would sometimes organise free ICT competence 
training for staff. Participation in this training is voluntary. 
However, teachers appear to be unclear about the University's CPD policies. It 
was noted in 5.2.3.3 that teachers were not quite clear about the new curriculum 
in which ICT use in English teaching and learning was required; similarly, when 
asked about the CPD policies in the University, most teachers in the interviews 
and focus groups claimed that they knew little. Frequently used comments were: 
'very limited, too little, no idea'. One interviewee even commented that the 
University and the School just let them develop by themselves without any help. 
The Personnel Department Chief, however, claimed that teachers had had more 
opportunities to be involved in CPD-related policy-making in recent years. 
When management departments finished drafting new CPD policies, normally 
teacher representatives would be invited for a meeting and required to give their 
comments on these from a teacher perspective. The draft would be revised 
according to their feedback. The final draft would be approved by the vice-
President in charge of CPD in the University, and then promulgated to each 
school and department. Ordinary teachers would then be informed of new 
policies or relevant policy changes during meetings held in their own schools 
and departments. The obvious gap between the perspectives of the manager and 
the teachers could be explained by the fact that the policy makers appeared to 
take it for granted that the passage of policies from the management to teachers 
was smooth, while ordinary teachers were neither well-informed about relevant 
policies nor informed in a timely manner. Since open feedback channels 
between managers and users of the innovation will 'not only enable teachers to 
overcome the initial humps of implementation and increase their confidence but 
will also provide essential information to managers on the progress of the 
innovation' (Karavas-Doukas. 1998:39), management staff need to take the 
responsibility for keeping the channel open, transparent and smooth. 
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In the University, teaching and research are seen as the two main tasks for 
teachers. However, in most teachers' eyes, the University puts more emphasis 
on research than teaching. The dominant role of research was vividly 
summarised in the following statement: 
I feel that academic development and research are always 
emphasised in the University and by the School. We are put und-'er 
tremendous pressure to perform well in research. Each teacher's 
pUblications and research money they could get are always put in 
the first place in assessment and promotion. You will definitely fail 
if you have none of them. 
(Teacher focus group A, 06/11/2007) 
Although teachers admitted that teaching seemed to have regained some of its 
previous importance in the last two years, publications and research grants 
weigh more than favourable remarks on good teaching. This seems to be closely 
related to the positioning of the University. Being a key university and one of 
the 121-project and 985-project universities (see Appendix 2), the University 
positions itself as a research-orientated university. Therefore, the academic 
development and research achievement of each school decide their position in 
the University and how large a budget they get from the University. The view 
that academic staff need to be more research-led appeared to be widely accepted 
by the Deans of schools and departments. There has been substantial investment 
in some subjects and other measures have been adopted to attract elite research-
orientated staff. The School of Foreign Languages is not an exception to this. 
Teachers felt that the School overemphasised the importance of research and 
spent a large sum of money on subject development regardless of the situation 
that the ordinary teachers were in (many were young female teachers with a 
heavy teaching load, limited income or responsibilities for young children) and 
it was very difficult for them to meet the expectations. The Dean of AAO was 
aware of this and suggested that the School should pay more attention to 
ordinary teaching and consider allocating more rewards for teaching reform and 
teaching research. 
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5.4.2 Teachers' experience and perceptions of CPD 
provision 
Teachers' experience of CPD seems to vary according to the different roles they 
played in the University. The basic role of those surveyed was EFL teacher, but 
a few were leaders of teaching groups; one or two had senior academic titles 
such as professor; some were project directors who had obtained project grants; 
and some were pioneer participators in distance (online) education when the 
University was selected as one of four experimental universities to undertake 
distance education in China. These different roles meant that while some had 
experience of CPD at a national or provincial level, others' experience was 
limited to the departmental or even personal level. Each of these levels will be 
discussed in the following subsections. 
5.4.2.1 CPD at the national level 
Chapter three discussed the four periods of the national College English reform 
(see 3.3). In the second period, four software-teaching systems were produced 
by four key Presses to meet the reform's requirement for effective teaching and 
learning materials and sources. Since the reform called for a change in EFL 
teachers' attitudes and beliefs, roles and pedagogy, the need for teacher training 
was highlighted. 
The four Presses who produced the four teaching systems are responsible for 
explaining their theories to language teachers and guaranteeing the appropriate 
and efficient operation of the systems. Therefore since 2004, the Presses have 
arranged free training courses in the form of seminars, lectures and workshops 
in the summer vacation each year for teachers who use their systems or plan to 
use them in the following semester. Normally the training lasts for around one 
week. All costs are paid by the Presses. The venues for training are famous 
cities or scenic spots that teachers can visit after training. 
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As for the training organised by the Presses, the Director of CED commented 
that some teachers benefited a lot from it while others did not. The training 
effect depends on the teachers' learning attitudes and the nature of the course 
arranged by each Press. With regard to the value of this CPD provision, teachers 
in the interviews and focus groups had different views, but the training provided 
more recently tended to receive more negative feedback. The following 
comments are representative: 
Teacher A: The first time I participated in this kind of training, the 
Press arranged three-day lectures. But only one-day lectures were 
arranged for the latest one I took. It was reduced from rich contents 
such as the introduction to new teaching methods, discussion on 
academic issues, etc. to simple presentations by two or three experts. 
That's all! I felt that the Presses didn't organise the training as 
considerately and carefully as before. 
Teacher B: There exist gaps between the trainers and the trainees. 
The trainees are basic College English courses teachers, who have 
great desire to learn new knowledge which they can put into 
teaching practice; while most of the trainers are professional 
researchers, who are good at theories and research. Therefore, what 
the trainers taught is not what the teachers wanted. It was really a 
pity! 
(Teacher focus group, 06-08/11/2007) 
The latter comment is in line with Bliss & Bliss' (2003) argument that some 
workshops in training programmes were delivered by professionals who were 
out of touch with the changing needs, interests and composition of teachers. 
Many tutors do not have a pedagogic foundation (UNESCO, 2003). The CPD 
opportunities offered tend to be fragmented, non-cumulative, and unrelated to 
issues of curriculum and student learning. On the other side, some teachers felt 
that the provision of travel opportunities for teachers was a good thing; after all, 
the chance for a free visit to famous cities and sightseeing for ordinary teachers 
were very limited. But if the Presses provided well organised and relevant 
courses, teachers were happy to receive professional CPD in this way and enjoy 
a free visit afterwards. 
Each Press spared no effort to attract more universities and colleges to use its 
textbooks, CDs and system version. After all. there are nearly two thousand 
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universities and colleges in China and an average of 8,571 students per 
university in 2007 (see Table 3.1). This means there were more than 4000 year-
one and year-two students per university who used College English course 
books/materials. This was a really big market for each Press. 
Although the training provided by the four Presses received many negative 
comments from teachers, there were still some interviewees who felt they 
learned a lot. Some teachers mentioned that the training they received was really 
helpful in their ICT -integrated language teaching. One teacher who used System 
II and had once participated in the training organised by the Tsinghua University 
Press showed her satisfaction with what she learned in the training. As she put it: 
Tsinghua organised the training well for us. You were required to 
attend each lecture and seminar. They taught you how to teach in 
the new computer- and Web-based system, the new pedagogy and 
how to use the CD-ROM and how to teach students to use. Good 
experiences from other universities were introduced so that we can 
share and learn. We also got to know a lot of latest news and 
information on new tendencies in EFL teaching. I really enjoyed it! 
(Teacher focus group, 08/11/2007) 
A senior teacher, who had been a vice Director of CED for years, commented 
favourably on the value of this kind of training. At least some parts of the 
training were helpful, she claimed, such as input on trends of EFL teaching and 
learning, relevant policies, newly-developed software and new teaching 
methodology. Sometimes these would stimulate teachers' thinking, creativity 
and change their attitudes and beliefs, she added. At the same time she showed 
her worries about teachers' attitudes towards the training. Many teachers just 
took it as a good chance to travel and did not realise that it was also a good 
chance to learn new ideas and knowledge. Some teachers even took their 
children with them to attend the training and were frequently absent from the 
lectures or seminars. In her eyes, the majority of teachers who had had 
opportunities for CPD in the summer vacation had not taken full advantage of 
this, although it was potentially valuable to them. 
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5.4.2.2 CPD at the provincial level 
In terms of teacher development, each province has a related administrative 
organisation to organise training programmes for special purposes from time to 
time. For instance, the Provincial Training Base for Higher Education Teachers 
has cooperated with Intel Corporation and organised an ICT training programme 
'Intel Teach to the Future' for EFL teachers with the aim of improving teachers' 
ICT knowledge and skills to meet the new requirements of the Information Age 
(UNESCO, 2003). The Programme provides a flexible, modular curriculum 
delivered by teachers for teachers. In other words, teachers rather than 
technologists become the future trainers. Intel has trained more than 6 million 
teachers in over 50 countries (Empowering Innovative Teachers, n.d.). This 
seems to be a case where the cascade model (see 2.4.3.5) for large-scale CPO 
programmes has been adopted successfully, regardless of its diluted effect 
(Gilpin, 1997; Kadepurkar, 1997; Zhang & Yang, 2002). 
The University once had a chance to arrange this training on the campus in a 
summer vacation and teachers who felt the necessity to improve their ICT skills 
could apply. The University only needed to provide a computer room and 
arrange one or two technicians to help on the spot. The training was free for 
each participant and free textbooks were supplied as well. Intel approached ICT 
skills deVelopment in an integrated manner in which teachers integrated 
technology into instruction in order to enhance student learning. Some 
interviewees reported that their ICT skills improved to a certain extent after the 
training. Since the target trainees for whom the training was originally designed 
were neither teachers in higher education institutions nor EFL teachers, the 
programmes were not so closely related to ICT-integrated College English 
teaching. Teachers reported that they did not benefit too much. However, it was 
still regarded as a precious CPO opportunity for College English teachers when 
their CPO for ICT was limited. Some teachers who missed the chance 
complained that they had not been informed about the course beforehand; 
otherwise they would have attended without any hesitation. This indicates that 
teachers had a generic desire to improve their ICT knowledge and skills. 
The Province also provides high-level CPD opportunities for young teachers. 
However, the applicants should be highly-qualified academics or productive 
researchers and the vacancies are very limited. The main training courses are in 
English and ICT. None of interviewees had been given this kind of opportunity. 
5.4.2.3 CPD at the institutional level 
When asked how often they had had the chance to attend training courses 
focusing on ICT knowledge and/or skills or ICT in education, a small minority 
of questionnaire respondents (14.1 %, see Table 5.36) stated they had 
participated twice or more than twice. Almost half (45%) stated that they had 
never had the chance to take a training course, a rather shocking finding in an 
experimental university where a national reform calling for computer- and Web-
based English teaching were being piloted. 
Table 5.36 Frequency of attendance AT leT-related training courses (n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid more than twice 4 5.1 5.1 5.1 
twice 7 9.0 9.0 14.1 
only once 32 41.0 41.0 55.1 
never 35 44.9 44.9 100.0 
Total 78 100.0 100.0 
According to the Personnel Department Chief, the University has provided 
various opportunities for teachers' CPD (see 5.4.2.1). As far as ICT-related CPD 
is concerned, neWly-appointed young teachers are asked to attend pre-service 
training programmes before they start teaching. These include teaching 
methodology, but also cover suitable dress in teaching and using one's voice in 
class. One teaching assistant mentioned that an ICT-related course had only 
been arranged for new teachers in the last year, for she did not receive this kind 
of training when she was employed in 2006. However, it seems that serving staff 
could attend the lectures on pre-service courses if they found them useful. One 
lecturer recalled her participation in several ICT-related lectures on how to 
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prepare professional PPTs. The effect was reported to be not altogether 
satisfactory: 
The lecture was designed exclusively for recently-appointed 
teachers. The speaker's major was science; what he showed in the 
lecture were samples of his own field. To be honest, the PPT slides 
were professional and beautiful, but for teachers majoring in Arts 
and Social Science, especially for EFL teachers, I couldn't follow 
what he showed. They were less useful than expected. 
(Teacher focus group, 06/11/2007) 
Although the University had provided computer competence certificate training 
every month for teachers who wanted to be promoted to higher academ ic titles, 
those who had participated commented that the training course lasted only one 
hour during which the trainer just taught the trainees how to pass the certificate 
test successfully. As for those who had no plans to apply for academic 
promotion, this seemed to be of little use. 
As regards the ICT -related lectures given by experts and others arranged by the 
Labour Union in the University, most teachers claimed that they did not know 
there were these kinds of CPD opportunities. On the whole, the majority of 
teachers in the interviews and focus groups still felt there were insufficient 
opportunities for CPD and complained that they were not given enough 
institutional support. The following comment illustrated this view: 
I have been teaching in the University for more than 10 years. 
happened to have got one chance for ICT-related CPD last year. 
That is the only chance for me in these years. It is really limited! 
(Teacher focus group, 06/11/2007) 
The above discussion indicates that information on CPD opportunities for EFL 
teachers was not well disseminated; courses were available on only an 
occasional basis; and only a few teachers benefited. 
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5.4.2.4 CPD at the departmental level 
Since College English is a basic course for all non-English majors In the 
University, it might be expected that the University would take the main 
responsibility for College English teachers' cpo. However, as the Dean ofCED 
claimed, the School of Foreign Languages also provided strong support for 
College English teachers' development. This took a number of forms. 
Firstly, in 2004 when the reform had just started, teachers attended a course on 
how to teach students learning strategies. This was a one-week training 
programme in a famous key university; trainers were experts in learner 
autonomy in China and trainees were from colleges and universities all over the 
country. The course was arranged in the form of seminars, lectures, workshops 
and teaching presentations. The participants were unanimous about the benefits 
of the training. One associate professor succeeded in obtaining a teaching 
reform project grant after the training; one professor gave a lecture to teachers in 
the School with the materials and information she had brought back; others 
claimed that they had put what they had learned into practice and seen positive 
results. Because of the limited budget, only eight College English teachers were 
lucky enough to be selected to attend. In addition, the School provided training 
courses for teachers on normal teaching methodology and foreign experts were 
sometimes invited to give lectures and arrange workshops. However, at the time 
of this study, except for the small number of teachers who had attended the Intel 
training programme, very few teachers had received any training in ICT-related 
pedagogy. 
Secondly, the School organised a series of ICT -related evening courses on 
different subjects. These were led by a qualified IT coordinator in the School. 
Basic ICT skills such as Excel, PPT, word file, and SPSS were introduced in the 
lectures. According to the comments from teacher interviewees, it seems that not 
many participated. They explained that the unsuitable time made them give up 
for they lived far away from the campus; some had to take care of children in 
the evening; others felt tired after teaching for many hours in the daytime. It 
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seems that after-school sessions were not popular, which echoes Charalambous 
& Karagiorgi's (2002) survey finding that teachers preferred ICT CPO training 
courses to be offered during working hours. In addition, the effect appeared to 
be unsatisfactory, for trainees had not been provided with a PC to practise on, 
nor were handouts available. The participants said that they forgot what they had 
been told soon afterwards and had to learn it again by themselves. 
Thirdly, teachers were required to receive training on how to use new ICT 
facilities or software teaching systems once or twice each year so that they knew 
how to operate the equipment and systems. However, the training effect was 
reported to be unsatisfactory. On the one hand, the technician in the language 
labs stated that teachers still turned to her for help on operation even when they 
had received relevant training; on the other hand, teachers complained that they 
only learned passively in the training without chances to practise by themselves 
on the spot so they had no time to become familiar with the equipment/software 
before they used it. Another reason, as discussed earlier (5.3.5.3), was the 
infrequent use of the operating systems because of the reduction of class hours 
in the language labs. This sometimes caused problems for teachers in class and 
made them feel annoyed. 
Although the College English Department has no special budget for teacher 
development, the Director stated that he still tried his best to seek opportunities 
or create chances for teachers' CPD. Since collaboration can involve teachers' 
engagement and lead to them solving problems together (Roschelle & Teasley, 
1995), the best way was, according to the Director of CEO, to create a 
cooperative/collaborative CPD environment in each teaching group and 
encourage teachers to communicate more with colleagues and solve problems 
together so that they could develop together. 
It has been shown that CPD at departmental level includes collective lesson 
preparation meetings, lesson observations and post lesson conferences, open 
lessons/public lessons presentation and a mentoring system. Collective lesson 
preparation meetings provide, to a certain extent, an opportunity for teachers to 
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learn ways to develop their knowledge and put it into practice (Wong & Tsui, 
2007). Cooperation in lesson preparation was highly recommended in the 
Department because the new teaching model called for new theories and new 
pedagogy and teamwork could realise this goal, as the Director stated. Teachers 
were also required to observe at least three of their colleagues' classes in each 
semester, trying to learn something from the visits. By observing each other's 
lessons and providing feedback, teachers become able to 'clarify the meanings 
of the innovation and identify its workable and unworkable aspects' (Karavas-
Doukas, 1998:39). After the reform started, teachers who were experienced in 
computer- and Web-based teaching were invited to give public presentations of 
their lessons for their colleagues; and teachers seemed to be more active in 
discussing teaching methods and ICT -related pedagogy in staff meetings. As 
Littlejohn (2002) suggests, it is meaningful to investigate proposals for CPD 
requirements with academics experienced in the use of ICT for teaching and 
learning. Although these teachers did not necessarily form a fully representative 
view, their experience could offer insight into teacher development needs at a 
practical level. The Director of CED pointed out that the Department had a 
traditional mentor system under which a newly-appointed teacher is guided in 
their initial teaching by a more experienced teacher both in teaching and 
research, as well as being given informal peer support (Ng & Tang, 1997). The 
mentors were supposed to offer timely help and constructive advice when the 
young teachers had problems at work. Most young, inexperienced teachers 
welcomed this mentor system and were positive about this departmental support. 
These activities discussed above were designed to form a supportive working 
environment for teachers and to allow them to take advantage of others who 
have diverse teaching styles and different strengths (Paine & Ma. 1993). 
Moreover, teachers could benefit a lot from the teamwork and develop 
professionally as a result of this. However. interviewees reported that they still 
felt there was insufficient communication among colleagues. Dissemination of 
good practice was limited. In most cases, teachers seemed to conduct their 
teaching work and their own CPD privately. which made them feel isolated. 
Even if a few claimed they did talk to colleagues, the communication was 
limited within small groups. It seemed that community of practice on a larger 
scale had not yet been established. 
5.4.2.5 CPD at the personal level 
In the questionnaire survey, teachers were asked about their attitudes towards 
ICT-related professional development. Tables 5.37 and 5.38 indicate the 
respondents' use of ICT resources for self-directed CPD and the venues where 
this takes place. 
5. 37 Do you use ICT resources for your own professional development? 
(n=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid yes 68 87.2 87.2 87.2 
no 10 12.8 12.8 100.0 
Total 78 100.0 100.0 
5.38 Location of ICT resources used for CPD (n=78) 
Location for CPD Frequency Percentage 
Office 7 9% 
Home 66 84.6% 
Computer room esp. for teachers 1 1.3% 
Public computer rooms for both 2 2.6% 
teachers and students 
As the tables show, a vast majority (87.2%) of respondents gave a positive 
answer to the question 'do you use ICT resources for your own professional 
development?' but surprisingly. the most frequently used venue was their 
homes, not their offices or workplace, computer rooms as might have been 
expected. However. since as we saw in 5.2.1. one third of teachers claimed 
there were no computers in the office and the biggest barrier to their use of ICT 
at work was non-availability (Table 5.8), it seems logical that most teachers had 
to use their own computers at home for CPO. There seemed to be neither any 
special computer rooms only for staff use nor one shared with students. 
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Although around half of the respondents claimed they had never attended any 
ICT-related training courses (see Table 5.36), more than two thirds of 
respondents stated that they had learned ICT skills by self-study (see Table 
5.39). This response seemed to indicate that the majority of teachers held a 
positive attitude towards ICT and were willing to devote time voluntarily to 
learning to use it even if the institutional support was limited. 
Table 5.39 Have you ever tried to teach yourself any leT skills? (0=78) 
Valid Cumulative 
Frequency Percent Percent Percent 
Valid yes 54 69.2 70.1 70.1 
no 23 29.5 29.9 100.0 
Total 77 98.7 100.0 
Missing 1 1.3 
Total 78 100.0 
Except for formal CPO programmes, generally teachers are left on their own to 
take care of their ICT competence development. There are many different forms 
of informal learning, including, in the case of teachers, learning from students or 
from one's own children (Hansson, 2006). In the interviews and in the focus 
groups, most teachers also claimed that they made individual efforts to develop 
professionally. In addition to learning from students and family members, some 
learned from friends and professional learning websites. One teacher using 
System II reported that she learned how to prepare professional PPT for 
teaching from a website and benefited a great deal. Some teachers just bought 
relevant ICT-related learning software and learned by themselves. 
A few teachers appeared to have taken advantages of the valuable experiences 
gained from having earlier been teachers in distance (online) education. They 
had had opportunities to cooperate with ICT technicians in courseware 
preparation and developed their ICT skills quickly in the process. They were the 
early adopters of computer- and Web-based teaching. Some teachers succeeded 
in getting teaching reform project grants and obtained limited funding to 
develop themselves. Some teachers were invited to be writers of experimental 
textbooks or designers of the teaching software systems for the reform: they also 
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claimed they had developed professionally in the writing or designing process. 
A few were lucky enough to have won opportunities for further study abroad 
and received systematic training. 
5.4.2.6 Other issues in CPD 
As for resources for CPO, 'inadequacy' was cited frequently by many teachers. 
Apart from the limited ICT facilities for English teaching (discussed in 5.3.2), 
teachers also complained that they were not given adequate resources for CPO. 
As one teacher commented: 
We don't have an IT room for teachers to use at the moment. 
Nearly 70 of us have to share two old computers in the office. If I 
want to use computers and Internet for CPO, I have to do it all at 
home. It is really frustrating! 
(Individual interview with Teacher 8, 16/10/2007) 
Gaps were also identified in terms of relevant library stocks for College English 
teachers. It was reported that most of the books and journals in the school 
resource Base were related to linguistics, translation, literature; there was a 
shortage of books and journals on new teaching theories and pedagogy, which 
they needed most for the national reform. 
Lack of access to relevant sources of information for CPO or training was the 
most frequently mentioned dissatisfaction among teachers. Some teachers 
complained that they had had to give up some CPO opportunities because of 
unsuitable training times. Others pointed out most training programmes were not 
exclusively designed for teachers of Arts and Social Sciences, let alone for EFL 
teachers who were involved in the national reform. 
Ongoing and systematic CPO policies can motivate teachers to actively 
experiment and improve their teaching practices (Karavas-Ooukas, 1998). 
However, lack of systematic, continuous CPO was another key issue identified 
by the teachers. A Ithough a wide range of forms of CPO provision were 
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potentially available in the University, such as compUlsory induction training 
courses, seminars, conferences, overseas studies, and degree studies, most 
interviewees claimed that the ongoing support to follow up the training they 
received was nearly non-existent. This view was echoed by the Director of 
CED, who admitted that CEO did not have a long-term plan for teachers' 
development for they were short of funding and had limited decision-making 
powers. 
Overall, teachers' experience of CPD differed according to the opportunities 
they had obtained from the national Presses, the provincial Training Centre, the 
University, the School and the Department. With regard to teachers' perception 
of CPD provision at different levels, although the University had provided 
various CPD opportunities, the general impression from teachers was that 
College English teachers expected more than what the University was providing. 
Teachers called for more resources for CPO, better communications between 
colleagues and more continuity in provision. They also mentioned that the 
different needs of specific groups of teachers should be taken into account in 
further CPD provision in the University. 
The next section will focus more narrowly on College English teachers' needs 
for ICT-related CPO in the context of the national reform. 
5.4.3 Teachers' needs for ICT -related CPD 
In the questionnaire survey, teachers' views on the content of the ICT -related 
training courses they had received at least once or hoped to attend indicated 
more or less their needs for CPD. As Table 5.40 illustrates, basic leT skills for 
work were reported to be most useful. In the interviews and the focus groups, 
ICT-equipped classroom management was seen as a challenge and was in high 
demand. Teachers also expressed a desire for more information on how to 
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improve students' learning with ICT, which agreed with the findings shown in 
Table 5.40. Less than one third of the respondents considered that input on how 
to use ICT to further their own professional development was the most useful 
content of training programmes. There was least interest in related policy. This 
might indicate that EFL teachers had not yet acquired basic ICT skills; and 
expected to gain these from training programmes. 
Table 5.40 Views on the content of ICT -related training courses (n=78) 
Content oflCT-related training courses Most useful Least useful 
(%) (0/0 ) 
Basic ICT skills (Windows, word processing, 83.3% 5.1% 
etc.) 
Managing ICT in the classroom 69.2% 14.1% 
Information on how ICT contributes to 53.8% 17.9% 
students' learning 
Advanced ICT skills (database, graphics, etc.) 52.6% 28.2% 
Using ICT for professional development 26.9% 39.7% 
Developing ICT policy 12.8% 59% 
In their ICT development process, ICT skills and ICT pedagogy enhancement 
were reported to be of great benefit to the respondents (see Table 5.41). In 
addition, this experience was felt to have supplied a chance to change their 
traditional practice and given them a better understanding of the role of ICT in 
English teaching and learning. It appeared to be a way to change or at least 
modify teachers' attitudes towards ICT use in teaching (Fishman et aI., 2003; 
Karagiorgi & Charalambous, 2006). 
Table 5.41 Benefits of the experience of ICT development (n=78) 
Frequency Percentage 
It enhanced my ICT skills. 48 61.50/0 
It enhanced my knowledge of how to use ICT in my 48 61.5% 
teaching. 
It helped me to understand the role of ICT in 39 50% 
teaching and learning. 
It helped me to change my classroom practice. 39 50% 
It changed my attitude towards ICT use in teaching. 18 23.1% 
It allowed me to have useful discussions with other 9 11.50/0 
professionals. 
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The identification of needs is considered crucial to effective teacher professional 
development (Wlodkowski, 1985, cited in Zhou, 2004). The Director of CEO 
stated that teachers' CPD needs were normally identified through informal talk 
between individuals and managers or group discussion at meetings. These needs 
could be categorised into teaching and research, personal and career. Because 
the managers were familiar with each teacher's educational background. training 
experience, teaching characteristics and research achievement, it seemed to be 
simple to allocate limited CPD opportunities to those who needed them most. 
However, teachers reported that they had little chance to express their wishes for 
CPD. Although there were staff representative conferences every year and 
teachers would be asked to put forward their requests, suggestions, and views 
before the conference started, it appeared that teachers' viewpoints and requests 
were not considered carefully by the senior management staff. 
Common themes which were raised during the interviews with teachers were the 
challenges in terms of how to carry out the reform with limited ICT skills, how 
to deal with the overwhelming content of the new software systems and how to 
guide students to be more autonomous (see 5.3). Such challenges appeared to 
have caused considerable anxieties among most of the interviewees and 
generated a general demand for essential professional training. 
5.4.3.1 leT knowledge and skills 
In the interviews, teachers put forward their desire for ICT knowledge and skills 
as a reaction to the Requirements. As discussed earlier (5.3.3), their grasp oflCT 
knowledge and skills was variable. As the Director of CED stated, College 
English teachers were required to possess basic ICT skills to meet the 
requirements of computer- and Web-based English teaching. In his eyes, 
knowledge and skills included the Windows operating system. basic Word 
processing, PowerPoint and data software such as Excel and SPSS, teaching 
software installed in the University teaching systems, knowledge of the Internet 
and how to take advantage of Internet for resources searching. downloading and 
uploading files. sending and receiving E-mails etc. According to him, the 
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majority of teachers had an adequate grasp oflCT skills for current teaching and 
research, although there were a few exceptions. 
However, most teachers in the interviews strongly expressed the need for further 
ICT skills and knowledge. They requested that future training should be formal, 
regular, and continuous, and should meet the specific requirements of the 
national reform for English learning and their own personal development. Since 
teachers had different ICT backgrounds and aspirations, they needed more 
specialized training on certain software. Some teachers could use basic skills 
freely while others acknowledged that they had little confidence in their use at 
work. Therefore, they felt, differentiated training should be arranged for teachers 
with different levels of ICT skills. 
From the data emerging from the interviews and focus groups, it seems that 
young teachers who claimed that they had possessed the basic skills had a 
stronger demand for more advanced ICT skills such as professional PPT design, 
teaching software design, study website design, database set-up. As one newly-
appointed teacher put it: 
I learned most basic ICT skills by myself rather than from leT 
training courses, I am confident in using them freely and 
appropriately in my teaching. But for the more professional and 
advanced ones, I know I need technical support and formal training. 
For instance, I am thinking about setting up a special website for 
my students, so we have a shared space to exchange views on 
English teaching and learning freely; and share useful learning 
materials downloaded from the Internet. In this way, I am sure their 
enthusiasm in English study will be stimulated. 
(Individual interview with Teacher 2, 29/09/2007) 
However, the Director of CED considered that advanced leT skills were 
unnecessary for language teachers; they could cooperate with technicians. What 
teachers doubted was whether there were enough technicians for them to tum to 
when designing materials. In addition, they had no confidence in cooperating 
with them effectively. 
The national reform suggests that computer- and classroom-based teaching 
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models be used in English classes and states that this new model should enable 
students to select materials and methods suited to their individual needs (MOE, 
2007). This seems to assume that teachers will be aware of the learning 
materials available on the Web and be capable of evaluating them (Chapelle & 
Hegelheimer, 2004) so that they can refer students to the most appropriate 
resources. However, teachers confessed in the interviews and the focus groups 
that they had difficulty finding their way through the vast array of Web 
resources. These teachers, whose students often came for help when they had no 
idea how to select suitable materials for English learning, particularly from the 
Internet, were eager to learn more about what was available and how to evaluate 
and classify these resources. Since the English teachers' role has changed in the 
reform from simple knowledge conveyer to information provider and strategies 
trainer, they also need formal training to improve their ability to select useful 
information and resources from the Internet before they can teach their students. 
The following comment indicates this kind of eagerness: 
I lack Internet information sorting ability. I can say, many other 
colleagues have the same problem. When I searched for information 
online, I noticed an interesting phenomenon, that is: each piece of 
information is connected with many links; each link has a further 
link and so on. So in most cases I clicked the links one by one, 
further and further... In the end, I was totally lost and forgot 
completely what I was originally searching for. If I had the 
knowledge of how to find out the exact information I wanted, I 
would not have wasted so much time on the Internet. 
(Individual interview with Teacher 4, 16/1 0/2007) 
In addition, teachers claimed they were interested in the latest information about 
ICT-integrated English teaching within China and abroad, and wanted to know 
about the new trend in this field to guide their teaching and research. 
5.4.3.2 I CT pedagogy 
One of the objectives of the national College English reform is to promote the 
development of 'students' individualised study methods and autonomous 
learning ability' and the new curriculum requirements also call for a change of 
teachers and students' roles in English classes and emphasises 'the central 
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position of students and the leading role of teachers in the teaching and learning 
process' in the new teaching model, in which ICT should be fully employed 
(MOE, 2007:4, 19). Changes in roles and the change of teaching model 
undoubtedly call for changes in teaching methods and approaches in English 
classes. This was reported in teacher interviews as the biggest challenge for 
English teachers. As noted by Watson (2001), in most cases teachers who use 
computers in their classrooms cannot clearly relate the use of ICT to their 
pedagogic strategy for their own subject. Although the teachers in this study 
realised the necessity of role change in the new teaching model and seemed 
happy to change as requested, most of them claimed that they did not know how 
to adjust and adopt new teaching methods and approaches in ICT-integrated class 
teaching because of a lack of relevant training. In the observations of ICT-
integrated classrooms that were carried out as part of the study, most teachers 
were seen to have changed little in their pedagogy. The interaction between 
teachers and students had not obviously improved. These findings are consistent 
with other studies (Zhao & Hao, 2006: Zheng, 2006). Based on my observation 
and what I was told in interviews, teachers, on the one hand, needed to improve 
their ICT skills and acquire more leT-related knowledge; on the other hand, they 
had an urgent need for training in leT pedagogy (using leT skills in a pedagogic 
context) so as to use modem information technology, particularly network 
technology, more efficiently to promote students' learning. One newly promoted 
associate professor showed her lack of confidence in the new teaching model: 
I graduated from a Normal University and I learned basic pedagogy 
and philosophy there. I have been teaching here for more than ten 
years and I found what I learned I 0 years ago were out of date and 
couldn't meet the new requirement of the national reform. But I 
have little knowledge about how to teach in the new teaching model. 
Therefore, I think it's time for me to develop new teaching methods 
and approaches so as to achieve a satisfactory teaching effect. 
(Individual interview with Teacher 4, 16/10/2007) 
In addition, the reform highlighted the need for teachers to provide guidance for 
students in individualised learning (based on students' different needs for 
development in different specialities). autonomous learning (self-access/se\f-
directed learning), and cooperative learning in an leT context. The process of 
students' autonomous learning, particularly based on the Web, involves selecting 
suitable materials, learning, self-testing and self-evaluation, getting feedback and 
tutoring from teachers and review. EFL teachers were faced with big challenges 
during this process. They needed to consider every aspect carefully such as 
learning resources, autonomous learning strategies, supervision, feedback, 
learning content analysis, discussion design, collaborative learning. However, 
many teachers were confused as to how to meet this requirement. A young 
teacher expressed her bafflement in the focus group: 
We have done a survey at the beginning of the reform. It indicated 
that what our students need most was learning strategies. Learning 
autonomously is a new thing to teachers and students. Students 
don't know how to improve their English learning with computers. 
It seemed that there was more time for their English learning when 
ICT was integrated. But the effect was not as satisfactory as 
expected. To be honest, being a teacher, I myself have no idea how 
to guide them to learn better with learning strategies. It is a shame! 
(Teacher focus group B, 08/11/2007) 
Therefore, such aspects of ICT -related pedagogy as how to teach students of 
diverse abilities more effectively with ICT, and particularly how to enable them 
to learn individually, autonomously and cooperatively in an ICT -equipped 
context appear to be in high demand. As Smith (2003:2) argues, how to prepare 
teachers for engagement in 'pedagogy for autonomy' is a pressing but practical 
issue. 
Although a few teachers had once had training in learning strategies (5.4.2.4), 
most College English teachers had not been given this kind of opportunity. Even 
for those who had, support following this training was non-existent. In most 
teachers' eyes, even if they had sometimes obtained limited CPO opportunities, 
CPO appeared to be a once-and-for-all experience. They wanted continuous 
CPO provision in the University and the School, particularly for ICT. 
ICT pedagogy also includes the management of computer- and Web-based 
classroom teaching and learning. As discussed in 3.3, the national College 
English teaching reform was stimulated in part by the overall increase in student 
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enrolments and the relatively limited resources in recent years (MOE, 2007). 
ICT, particularly network technology, makes it possible to free English language 
teaching and learning from the constraints of time or place to a certain extent. 
English teachers who had been used to traditional classroom teaching for years 
had to learn to manage computer- and Web-based classroom teaching. This was 
a big challenge. On the one hand, JCT enabled them to manage their teaching 
more efficiently. For instance, they could adopt some management software to 
manage students' learning and teachers' tutoring; and the network-based 
teaching system could help them track, record and check the progress of 
students' learning in addition to teachers' teaching and tutoring. On the other 
hand, teachers were not familiar with 'the interactivity, multimedia-use and 
operability' (MOE, 2007) of these teaching systems, nor did they have relevant 
CPD opportunities to support them in making effective use of the Web, 
multimedia and other teaching resources. 
For instance, teachers who used System II were required to manage students' 
individual study in the Interactive Teaching Base and provide guidance for their 
autonomous learning. One teacher admitted her lack of management skills in 
such a new learning model: 
Class management is really important in the Base. You should keep 
their learning in good order, supervise each student's learning 
process, and give timely guidance for their computer-based learning, 
and so on. Sometimes I couldn't manage for I haven't relevant 
knowledge and experience. 
(Individual interview with Teacher 11, 2 t 109/2007) 
The Dean of the Academic Affairs Office also stated that interactivity in the new 
teaching model was not as he had expected. English teachers went to the 
Teaching Base as an inspector rather than a manager and guide for students. 
According to him, many teachers did not use ICT appropriately either for 
teaching, tutoring or class management. It seems there was very little 
interactivity between teachers and students there. Tutoring appeared to be 
insufficient and needed improving. Some students played games rather than 
engaging in autonomous English learning in the Base because of poor 
supervision. 
255 
5.4.3.3 Other CPD needs 
In the College English Department, a large percentage of teachers only have a 
BA, according to the Personnel Department Chief. They were recruited in the 
1990s when teachers were in high demand in Chinese colleges and universities. 
Most of them had not had or utilised personal development opportunities to gain 
further qualifications. These teachers felt inferior to their colleagues who had an 
MA or a PHD education. It was therefore not surprising that in the interviews 
and the focus groups, teachers also put forward their requests for other CPD 
opportunities in addition to CPD for ICT. The diversified needs included: 
further degree study, research training, and subject knowledge in order to teach 
ESP, and further theoretical knowledge in areas such as pedagogy and 
psychology. Some explanations for these wishes are offered below. 
The need for research-related CPD appeared to be more prominent among 
young and middle-aged teachers. Since the University is a research-oriented 
university, research grants and publication are important. Teachers are required 
to be capable in both teaching and research. College English teachers were thus 
tom. Most college teachers have a heavy teaching load and are teaching-
oriented. However, because the research role was emphasised not only at the 
institutional level but also at the departmental level, the teachers had to spend 
time and energy on research, since this served a critical role in their assessment 
and academic promotion. Therefore, research-related CPD, particularly training 
in research on teaching reforms, was in high demand among teachers. 
Because of the credit reform in this University (see 5.3.5.3), College English 
teachers had to enhance their subject knowledge to survive in the reform. The 
reduction of credit for basic courses has resulted in the reduction of College 
English class hours per week for each teacher. Teachers were required to provide 
more advanced and practical English courses for their students to supplement 
the reduced class hours. In this case, ESP was regarded as an alternative subject 
and some teachers expressed a wish for ESP-related CPD. 
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Other teachers stated their desire for more theoretical knowledge to guide their 
practical teaching. They had noticed that the diverse abilities of their students in 
recent years had pushed them to make adjustments to their usual teaching 
methods and approaches. The latest pedagogical and psychological knowledge 
might help them find new ways to improve students' learning outcomes. 
Based on the unsatisfactory training experience in previous summer vacations. 
many teachers were insistent that CPD trainers should be appropriately qualified 
and experienced. The literature shows that teachers tend to react negatively to 
computer specialists for they lack knowledge of the context in which teachers 
work (Williams et aI., 2000). Teachers contended that the trainers need not be 
expert in JCT but their ICT competence should relate to ICT-integrated language 
teaching. They should have rich experience in language teaching, be familiar 
with the features of English teaching and learning and have a good knowledge 
of ICT-related pedagogy and psychology. They should be able to understand 
teachers' needs and train teachers as requested. In the interviewees' eyes, the 
ideal trainers would be experienced language teachers with a rich knowledge of 
ICT and have successfully integrated ICT with their own language teaching 
practice with good teaching outcomes. It has been suggested (UNESCO, 2003) 
that training teams be formed containing subject specialists, pedagogy 
specialists and ICT experts to ensure that teachers acquire pedagogically-based 
ICT knowledge and skills. 
Training formats teachers asked for were lectures, semmar, workshop, and 
distance/online training. All these should be flexible and practical so that most 
teachers could participate. Some teachers also expressed the wish for short-term 
training in first-class universities inland and abroad. They wished to have 
opportunities to share their experience on varied issues internationally by 
presenting and participating in international CALL organisations. This kind of 
participation would allow EFL teachers in China to understand the future of ICT 
in language education rather than only implementing technologies and 
approaches designed abroad (Warschauer. 2002). 
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Besides formal CPD such as normal training courses, teachers also felt the need 
for personal CPD, a need noted by other researchers (Lang, 2000; Bliss & Bliss, 
2003; McCamey, 2004). Teachers' self-studies play the most important role in 
their development of computer use in education (Lang, 2000); therefore, 
teachers should be encouraged to share responsibility for their own learning and 
investigation 'as part of their professionalism' (McCamey, 2004:66). However, 
CPD primarily 'relying on teacher personal time will never enable a culture of 
effective technology use' (Bliss & Bliss, 2003:97). Formal training opportunities 
are still the core of teachers' CPD. 
One element in professional development is the media used. The media through 
which CPD might be conducted are: face-to-face interaction. video, audio, print 
or computers (with/without Internet), which can be combined in various ways 
(Fishman, et aI., 2003). As discussed in 2.4.4, ICT, and the Internet in particular, 
can be used as a core delivery means for language teacher development (see 
Category 3 in Figure 2.15). In terms of the role of ICT in CPD, most teachers in 
the University seemed to use ICT for personal development (see Table 5.37). 
Face-to-face instruction dominated CPD training programmes; occasionally in 
training it was combined with computers. On-line instruction by experts (CPD 
trainers), however, was rarely reported. Category 4 of Figure 2.15 suggests that 
ICT can also used to support language teachers' on-going professional 
development via e-communities and networking. Although EFL teachers in the 
University interacted and cooperated with colleagues more than before the 
reform, at the time this study was carried out E-communities and networking for 
collaborative CPD were non-existent. 
To sum up, ICT-related CPD programmes which do not fully take account of the 
actual needs of the teachers, as in this case, are basically flawed. It is clear that 
the different types of training demanded by different groups of teachers 
suggested that there could be no one-size-fits-all training. It is worth considering 
teachers' feedback on the CPO opportunities they have obtained for this can 
have important implications for programme providers (Karagiorgi & 
Charalambous, 2006). 
258 
5.4.4 Summary 
This section discussed the CPO policies in the University with particular 
reference to ICT, how EFL teachers felt about the provision of CPO and their 
actual experience, and their future needs. 
Management staff claimed they had provided enough, varied kinds of 
opportunities for ICT-related CPO and that teachers had opportunities to be 
involved in related policy decisions. However, teachers only perceived limited 
ICT training opportunities, in which deficiencies existed, such as the 
concentration on the technical (which failed to meet teachers' diversified 
requirements) rather than the pedagogic. What they expected was 'needs-based 
training' (Karagiorgi & Charalambous, 2006:406) with more flexible training 
structures tailored to each teacher's needs for ICT CPO. At the same time, 
teachers wanted strong support from the University and the School to carry out 
self-development activities. Such support would include extra time for 
study/research leave, reduced workload, financial support, facilities such as an 
ICT-equipped learning Base for staff, resources such as suitable books, journals 
and learning software for CPO, and technical support. The CPO opportunities 
provided for teachers appear to be critical in any successful reform and teachers 
asked for a favourable CPO environment in which they could cooperate and 
collaborate with colleagues and IT coordinators to solve problems together and 
in which there was a smooth communication channel with management staff. 
5.5 Further discussion 
This section will present a further discussion of the implications of the study and 
offer some recommendations for policy in this field. 
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5.5.1 The role of leT 
One of the reasons for introducing ICT in this reform was to tackle manpower 
problems, which have been discussed in Chapters 1 and 3. The findings in this 
study showed that ICT makes it possible to tackle certain manpower problems in 
education. For instance, in the University, some courses (e.g. writing 
techniques) were arranged in big ICT-equipped classrooms in terms of lectures; 
other courses (e.g. reading and listening) were arranged in the autonomous 
learning centre where students could manage their own learning processes with 
the help of technology to meet diversified needs. Online education was adopted 
with one teacher instructing hundreds, even thousands of students at a distance. 
ICT allowed the University to cope with more students because teachers' 
teaching hours had been cut down, with an expectation that students could make 
up for the reduced class hours by doing self-access work. This is in line with 
some studies done before. For instance, in Feng et al.'s (2005) study, the new 
technology was proved to have saved the manpower in ELT to a certain extent 
when the traditional teaching model was combined with an ICT-integrated 
model. It seems that there are savings administratively when ICT is used in 
education; however, we cannot neglect that there are pedagogic costs as well. 
Although ICT can help institutions cope with ever-increasing student numbers, 
the advantage of ICT in this respect only applies when certain conditions are 
met, such as provision of sufficient ICT resources (Warschauer, 2002; Hansson, 
2006), the managed and supported change of teachers' and students' traditional 
roles (Smith, 2001; Liao, 2005; Meng, 2005), enough ICT competence grasped 
by teachers and students (Zhang & Yang, 2002; Ma, 2003; Drenoyianni, 2004; 
Lai, 2005), efficient technical support and reliable and cost-effective 
assessment/appraisal systems (O'Mahony, 2003; UNESCO, 2007). 
ICT also has a potentially beneficial role to play in CPO (Davis, 1999; lung, 
2005). As shown in 2.4.4, Figure 2.15. lung's (2005) model for teacher training 
was adapted for language teacher CPO. For convenience. the same figure is 
reproduced here as Figure 5.1. 
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Figure 5.1 ICT categories in language teacher CPD (adapted from Jung, 
2005) 
EFL teachers in the University mainly acquired basic ICT skills for language 
teaching (Category 1); a few teachers were trained in general ICT pedagogy; 
very few had an understanding of ICT pedagogy in language education 
(Category 2). Basic ICT literacy was still the main content of training courses 
for EFL teachers; the integrated use of ICT and relevant pedagogy were 
neglected and in great demand. As a medium for CPD, ICT was mainly used for 
EFL teachers' self-directed development; Internet-based CPO training 
programmes were rarely identified (Category 3). The communication among 
teachers and collaborative CPD was limited and e-communities for CPO and 
networking (Category 4) were non-existent at the time of the study. 
Given the emphasis within the national College English reform on the wide-
scale introduction of ICT. we have no reason to be optimistic when most EFL 
teachers only had very basic ICT knowledge and skills. Since ICT could be 
much more fully exploited in teacher education (Pearson. 2003; lung, 2005), 
teacher educators in China or elsewhere should therefore reconsider the means 
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by which they conduct teacher training. As discussed in Chapter 2, there were 
many opportunities for teachers' ICT-based CPD. A good example is a 
subproject under the eChina-UK project - Nottingham-BFSU (University of 
Nottingham and Beijing Foreign Studies University) - in which online 
communities of teacher learners for personal development were built and 
teachers were identified to have the willingness to engage in experiential 
exercises online within a learning community (Hall et aI., 2007). Other 
examples can also be found, such as Johns-Shepherd & Gowing's (2007) study 
on professional learning based on school-to-school networks, which showed that 
learning networks can be a powerful and democratic form of professional 
development. 
McConnell (2006) argues that learning communities have the potential to foster 
both cooperative and collaborative forms of learning. Powerful, significant and 
long-lasting professional development happens 'when teachers engage together 
to solve real problems and make new meanings for application in real 
classrooms' (CUREE, 2003, cited in Johns-Shepherd & Gowing, 2007: 117). For 
those responsible for coordinating ICT-based CPD, setting up e-communities 
and networking for teachers to communicate may be an efficient way to promote 
collaborative CPD. To stimulate teachers' reflection during their training 
process is another effective measure to improve the quality of training 
programmes (Wang et aI., 2004; Zheng, 2006). Given that teacher development 
- in a continuous sense - is inevitably a largely self-directed process, how to 
stimulate and support teacher autonomy, and prepare them to engage in 
'pedagogy for autonomy' (Smith, 2003:2) should also be given careful 
consideration. 
In large-scale reforms similar to those in China, sufficient and continuing 
investment is a big challenge to the reform planners. How to make use of limited 
money and reduce the disadvantages of lack of funding is of great significance. 
Training for teachers that would not cost much would be a good use of money. 
As discussed in 2.4.3, the cascade training model is an economical way to train 
more teachers when funding and resources are limited (The World Bank, n.d.). 
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Just as Pelgrum & Law (2003) suggest, it would be more effective coupled with 
collaborative support from teachers within the same communities of practice 
(e.g. a few teachers are trained first and then they provide training to their 
colleagues within the same institution). 
5.5.2 The role change of teachers 
This study showed that teachers had a general awareness of the principle that 
teaching should become more student-centred, in which students would be more 
responsible for their own learning (the student-centred teaching model required 
by the reform). The majority of teachers held positive attitudes towards ICT use, 
which - in the context of self-access use of resources by learners - also has 
implications for the role of the teacher as instructor. As discussed in 3.2.2, 
Zheng & Davison's (2008) study indicated that the influence of Confucianism 
seems to be weakening in the new era with the change of teachers' role in the 
classroom. However, teachers were not certain about their own ability to meet 
the demands of student-centred teaching and lacked sufficient ICT knowledge 
and skills to implement ICT-integrated language teaching. Consequently, the 
teacher-centred model and exam-oriented teaching and learning still dominated 
English classrooms. 
ICT use in education requires reconsideration of teachers' role orientation 
(Mumtaz, 2000; Meng, 2005). In leT-enhanced teaching and learning, the 
teacher's role becomes more critical and how to help teachers cope with changes 
of role is of great significance (O'Mahony, 2003; Liao, 2005). Since the 
advantages of role change should be observable and noticeable to teachers, we 
need to provide opportunities for teachers to experience the role change. 
Although the transmission model from experts to teachers still dominates 
training programmes (Lock, 2006). we could provide training opportunities for 
teachers in which the training itself is leamer-centred; this is because teachers 
should first experience student-centred learning and be encouraged to reflect in 
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action and on action (Kolb, 1984) if we want them to get used to their new roles 
in the student-centred model. As Peng & He (2007) suggest, if teachers are 
required to teach with ICT, they should be trained how to use ICT pedagogy in 
ICT-supported training surroundings. At the same time, favourable conditions, 
such as the availability of appropriate materials must be provided (McGrath, 
2007). Since role change is a long process (Liao, 2005; Meng, 2005), teachers 
also need time to change and need help to change. 
5.5.3 Learner autonomy and teacher autonomy 
The assumption behind an ICT -based learning environment is that students will 
have more autonomy. The national reform provided new curriculum 
requirements, introduced a revised national testing system (CET) and ensured 
that technologically-enhanced materials were available; at the local level, the 
University built an Interactive Learning Base (the autonomous learning centre) 
for students to learn independently; EFL teachers were encouraged to guide and 
support students in their autonomous learning. The scale of using 
technologically-enhanced materials, the ICT resources and facilities provided, 
the specific training of students' learning strategies and the guidance that 
teachers could provide in autonomous learning all affect learner autonomy. 
However, it cannot be assumed that students will take responsibility for their 
autonomous learning (Lim & Chai, 2004). This study identified that students 
were not ready for autonomy and teachers were not providing the support 
students needed. As we mentioned in the literature review, because of the deep-
rooted traditional (teacher-centred) learning style in China, students were used 
to gaining knowledge transmitted from their teachers (Wu, 2005); students had 
little experience in learning autonomously and felt at a loss when they were 
asked to do so (Hu, 2007); they were viewed as passive learners and lacked the 
motivation and strategies to adapt to autonomous learning (Xu, 2004). 
Nevertheless, the specific training of students' learning strategies and the 
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guidance that teachers could provide in autonomous learning can help improve 
learner autonomy (Liu & Oai, 2003). 
The findings in this study also showed that teachers had little knowledge of 
autonomy, which is consistent with a study Chen (2006) carried out with a 
group of Chinese secondary school EFL teachers. This revealed that the trainees 
expected from the web-based training programmes the capacity to facilitate 
learner autonomy and reflection. Therefore, CPO facilitators need to consider 
teachers' needs for knowledge of autonomy when designing specific training 
programmes. Since learner autonomy and teacher autonomy are interdependent 
(Little, 1995), teachers need to be autonomous first before they could help their 
students learn autonomously in an rCT -based environment. 
5.5.4 An implementation model 
Tn Chapter 2, r proposed a conceptual framework to analyse factors which affect 
the use of rCT in the national College English reform (see Figure 2.16). Again. 
for convenience, this is represented here as Figure 5.2. 
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Figure 5.2 Factors affecting leT implementation in the national College 
English reform 
The findings in this study showed that these three clusters of factors were all 
important, but they were not equally important. It could be concluded that 
although teachers play an important role in the implementation of a reform 
(Fullan, 2001), in top-down educational change/reform they tend to be passive 
implementers. The features of the reform and the context in which teachers carry 
out the reform seem to be more critical. What emerges from this research is a 
hierarchical process of innovation rather than the flatter, more democratic model 
reflected in Figure 2.16. In the revised model, each level constrains the next 
down (see Figure 5.3). The top level, the characteristics of the reform, is most 
important since it influences what kind of policies the local institutions will 
adopt to meet the requirement of the reform; the overall polices within the 
institution then influence teachers' attitudes towards the reform and their 
teaching practices in the classroom. 
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The Reform 
Institutions Implementation 
Teachers 
Figure 5.3 Relationships of factors affecting implementation in top-down 
educational reforms 
The single-way of diffusing an innovation from the top to the ground as shown 
in Figure 5.3, however, is problematic. The problems such as the lack of 
sufficient ICT resources for teachers and students to use, limited ICT skills 
grasped by both teachers and students and limited training opportunities for 
teachers, which were identified on the ground, could not be fed back to the top-
the reform planners or policy makers - and remained unsolved. It definitely 
affected the effective implementation of the reform and delayed the rate of 
diffusion. 
At the early stage of the national College English reform, the MOE was trying to 
assess the extent to which the reform was operating at the institutional and 
teacher levels and identified some problems such as that a few institutions paid 
little attention to the reform and were not ready for it; and the quality of College 
English teachers was one of the key worries in undertaking ICT-based EL T. 
However, there is a need to continue research of this kind when the reform 
moves on. It is of necessity to present a model like Figure 5.4 shown as follows. 
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r------------- ____ _ The Reform -------------------, 
I 
I L _________ _ 
.-------
1- __________ _ 
Institution A 
Teachers 
I 
I 
- - - - - - - - - - - - ~ ~Institution B 
Teachers 
Figure 5.4 An implementation model in top-down educational reforms 
Figure 5.4 shows us that the diffusion of a reform is dynamic rather than stable; 
in a circular process rather than a linear one. After the reform has been passed 
from the top to the local institutions and then to the key implementers (teachers), 
there should be an effective channel to transfer teachers' feedback to their 
institutions so that the managers can make some adjustments; similarly, the 
difficulties and problems that different institutions have met in the 
implementation can be fed back to the top level - the policy makers - who can 
revise/adjust policies correspondingly. This model applies when a reform is in 
its early implementation stage and informs adjustments or improvements from 
time to time to help the reform go smoothly. 
As discussed in the literature review, there are two linked kinds of innovation: 
innovation of product and innovation of process (HaIl & Hord, 1987). In this 
study, the required products (lCT-based curriculum requirements, ICT-enhanced 
materials: teaching software systems, etc.) were in place and appeared to he fit 
for the purpose of the national reform despite some minor problems with the 
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software and function. However, lack of sufficient lCT resources for teachers 
and students in the local university was also a product issue, which hindered the 
smooth implementation of the reform. The problems in this study also lay in the 
process, such as lack of appropriate communication channels and a coordinated 
administration network. As Karavas-Doukas (1998) has pointed out, good 
communications and a regular flow of feedback during the process of 
implementation can facilitate the effect of an innovation. Therefore, when 
looking at the process of an innovation, we should consider whether the 
products (software systems, nature of the technology which is available, 
students' experience of using it, the textbooks themselves) are really fit for the 
purpose of the innovation and how effective these products are in the process of 
innovation. 
As Shi & Englert (2008) argue, in a country such as China, the rapid increase in 
HE enrolment and institutional amalgamation will obviously have an effect on 
the implementation of large and wide-scale reforms. The increased number of 
students in HEIs necessitates more financial and human investment; the merger 
of colleges and universities makes the administration and coordination more 
complicated; conflicts will occur when teaching-oriented institutions 
amalgamate with research-oriented ones. Insufficient consideration on the part 
of educational planners of existing contextual realities and sustainability is 
likely to result in unsuccessful classroom practices (Wedell, 2009). The findings 
in this study showed that the University was not funded appropriately when the 
enrolment of students was increased and the University was amalgamated with 
the other two colleges. Therefore, HEIs should be funded at a level which is 
consistent with the rapid increase in student numbers and the nature of the 
proposed reform (Liu & Dai, 2003). Policy makers need to foresee the potential 
problems and make a careful plan before a reform is put into practice. Within 
local institutions, management should consider how to stimulate teachers' 
motivation through favourable policies (e.g. the provision of more CPD 
opportunities). More effective communication networks and higher 
administrative efficiency can make the implementation smoother. 
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5.5.5 An ICT-based CPD model 
In Chapter 2 (2.4.3), a number of different models for teacher development have 
been proposed (such as the experiential model, the reflective learning model and 
the collaborative learning model). These models recognised the value of 
experience, reflection or collaboration in teacher development but did not 
specify the use of new technology or fully consider the context in which 
teachers' professional development can be promoted. Based on the findings of 
this study, a desirable lCT -related CPO model for EFL teachers is put forward 
(see Figure 5.5). 
leT standards for 
Figure .5 AD ICT -based CPO model for EFL teachers 
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As discussed earlier in this chapter, ICT standards for EFL teachers in HEls 
were not specified, which resulted in a mismatch between the CPO provided and 
what teachers needed. In addition, the findings showed that the communication 
among teachers and collaborative CPO was limited and e-communities for CPO 
and networking were non-existent. The study also indicated that the institutional 
context in which teachers received training and undertook self-directed CPO 
was critical. These unfavourable conditions affected teachers' motivation for 
professional development. 
The model in Figure 5.5 combines both training guided by teacher educators and 
teachers' self-directed development with the full use of the versatility of ICT. It 
emphasises the value of collaborative learning within teacher communities. At 
the same time, key features of the context in which CPO is carried out have been 
fully considered. 
The model assumes the existence of ICT standards for EFL teachers. At a basic 
level these would include: basic ICT literacy, such as familiarity with and 
confidence in using the Windows operating system, basic Word processing, 
PowerPoint and data software such as Excel and SPSS, software installation, 
and knowledge of the Internet such as how to use the Internet for resources 
searching, downloading and uploading files, communication via emails, video 
calls or web cameras. Higher-level ICT literacy (which can be applied in ELT) 
would comprise software design, professional PPT design, database set-up, 
website design, and creation of high quality online courses. Two types of CPO 
are envisaged: compulsory training (the black arrows) and self-directed CPO 
(the red arrows). In both CPO forms, ICT serves as a critical medium not only 
for formal CPO but also for e-networking and exchange within communities of 
practice. The effectiveness of CPO, however. as the model indicates. is 
dependent on the provision of favourable conditions. such as ICT -related 
curriculum, ICT facilities and resources, CPO policy support and continuous 
evaluation/appraisal of and feedback on the adequacy of this provision. 
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5.6 Conclusion 
This chapter has made use of both quantitative data from the questionnaire 
survey and qualitative data from classroom observation, individual interviews 
and focus groups to find answers to the three research questions presented in 
Chapter 1. 
The data suggests that the majority of teachers had initially held not only 
positive attitudes towards but great enthusiasm for ICT use in English teaching 
and the nation-wide College English reform, but their enthusiasm was waning in 
the light of inadequate support and training. 
Although all the College English teachers and non-English majors of Years one 
and two had participated in the reform, only a small number of them had used 
System II - the only system which was used exactly according to the 
Requirements. This indicates that ICT-integrated ELT was limited In the 
University and traditional ELT still dominated. It also became evident that some 
teachers were unclear about the Requirements, which resulted in lack of 
consciousness about using ICT in English classes and was likely to cause misuse 
of ICT in language teaching. 
The overall effect of adopting the software teaching systems was reported to be 
satisfactory in terms of students' listening and speaking competence as 
measured by CET 4 results. It was reported that the reform stimulated the 
improvement of ICT competence of both teachers and students. However, the 
reform challenged EFL teachers to adapt to the new software teaching systems, 
student-centred classroom teaching and how to guide students in their 
autonomous learning, which had caused them some anxiety. Moreover, the 
availability of ICT equipment and resources seemed to be insufficient to meet 
the needs. 
With regard to ICT-related CPD policies and practices, there existed a gap 
between the current policies in the provision of CPD opportunities and teacher 
needs. The approach being taken to CPD has not met the needs of most teachers, 
partly because of their differentiated needs, partly because of the methods used. 
The last part of this chapter has presented the implications of this study and 
made some recommendations for policy. The next chapter will discuss the 
contributions and limitations of this study and offer some recommendations for 
further research in this field. 
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Chapter Six 
Conclusions 
6.1 Introduction 
The previous chapter set out detailed answers to the three research questions 
which were put forward at the very beginning of the thesis. This chapter begins 
by briefly summarising these findings and the nature of their contribution to the 
literature. Limitations of the research are then acknowledged and 
recommendations made for further research. 
6.2 Research questions and main findings 
The focus of this research was on EFL teachers' perceptions of CPO, 
particularly ICT -related CPO policies and practice in the context of the national 
College English reform in China. The key research questions for exploration 
presented in Chapter I were as follows: 
1. What are EFL teachers' attitudes towards the adoption of leT in 
language teaching (JCT pedagogy) and the wider context - College 
English teaching reform in China? 
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2. What is the profile of the implementation of College English reform at 
present in relation to the integration of ICT in English teaching? 
3. What are EFL teachers' experiences of CPD? How has CPD met their 
needs in relation to the national reform and specifically ICT use? 
The main findings were as follows. 
Question 1 
In terms of attitudes, the majority of EFL teachers in the selected institution had 
positive attitudes towards the national reform and showed their willingness to 
use ICT in language teaching. At the same time, teachers felt that ICT 
stimulated students' learning and its effects were felt to be positive. However, a 
number of significant barriers were reported, such as insufficient or inaccessible 
ICT facilities, limited ICT knowledge and skills, and difficulties in changing 
traditional pedagogy (see Q.2, below). Some teachers regarded the long-term 
benefits of ICT integration in English teaching and learning as uncertain. 
Question 2 
With regard to the implementation of the national reform in the University, 
some major findings emerged from the fieldwork. 
• leT resources in the University for English teaching and learning were 
insufficient to meet teachers' and students' needs for computers and 
access to the Internet and therefore the requirements of the reform. The 
four new technologically-enhanced material packages were not being 
thoroughly exploited and their full-scale use was limited. The main 
restriction on the wider use of these software systems was the serious 
shortage of leT-equipped classrooms in the University. In addition. the 
emphasis on research in the University made it unlikely that there would 
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be further large-scale financial and human investment in the teaching 
reform, which reduced the enthusiasm of relevant management staff and 
EFL teachers for the continuous adoption of the reform. 
• Another reason for limited use of JCT in EL T was teachers' lack of 
expertise and therefore confidence in using ICT pedagogy in language 
teaching. Although the reform had promoted the improvement of both 
teachers' and students' ICT literacy, there was a large gap between 
teachers' existing ICT literacy and the ICT knowledge and skills 
required to meet the diversified needs of JCT -integrated teaching. 
• The reform had made it a necessity for EFL teachers to adjust their roles 
to meet the needs of computer- and Web-based language teaching and 
learning. Teachers were required to be teaching organisers. tutors. and 
teaching administrators in the new teaching model; however, most were 
not ready to abandon their traditional role as instructor. Moreover, since 
some students were not used to taking on responsibility for the 
autonomous learning required by the College English curriculum, 
teachers felt ill-equipped to guide students in their autonomous learning. 
In short, teachers felt unable to 'let go' (Voller, 1997) and students to 
take hold. 
• Overall institutional support for the national reform was seen to be 
inadequate in terms of facilities investment, technical support and 
opportunities provided for teacher training and professional development 
(see Q.3, below). 
Question 3 
In terms of leT-related CPO policies and practices, there was a significant gap 
between teachers' needs and the provision available to them. Although CPO 
opportunities were available at national level. provincial level. institutional level 
and departmental level. these were still limited. CPO policies were not as 
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supportive as expected. Moreover, the quality of the perceived ICT -related 
training programmes was reported to be unsatisfactory. Training focused on reT 
skills rather than ICT pedagogy and different levels of knowledge and 
competence were not considered in the design of the programmes. All these 
were regarded as constraints on teachers' personal and professional development 
and on the realisation of the objectives of the national reform. 
6.3 Contributions of the research 
The first contribution of the study is in the light it sheds on EFL teacher 
development in Chinese higher education. The study started in 2006 when the 
national College English reform had finished its research, pilot-study and 
experimental period. A literature search of articles published since 2000 in the 
major academic journals on EFL teaching and learning in China found only a 
small number of papers on EFL professional development (Gao & Li, 2007). 
Most of these have focused on theories or practice from other countries (e.g. 
Chen, 2005; Liu, 2005; Zhou, 2005; Xia, 2006; Wang, 2007); few have studied 
practical issues in China (e.g. lin et aI., 2005; Zheng, 2006; Feng & Zheng, 
2006). As discussed in Chapters 2 and 3, although a few research have studies 
had investigated EFL teachers' development in China, they have tended to 
emphasise the importance of developing teachers' research ability, or enhancing 
their subject knowledge (e.g. Zhou, 2002; Liu & Dai, 2003; Gu, 2007). Research 
on EFL teacher CPD in Chinese HEls within a reform in which the integration 
of ICT was highlighted has been extremely limited even though teachers are 
critical to the success of a reform (Fullan, 200 I). This study is the first to look in 
depth at EFL teachers' professional development needs in the context of the 
ICT-based national College English reform; it therefore supplements the limited 
literature on ICT-related CPD for language teachers. 
Another contribution of this study is its research design, which took care to 
involve representatives of the different layers within the reform. namely, 
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management staff, IT coordinators, technical assistants, teachers and students, 
and thus provided a wide perspective on the same phenomenon. The research 
method of classroom observation enabled me to see how EFL teachers 
integrated ICT in English teaching in natural and real settings and how students 
were involved in ICT -integrated language learning, and thereby enabled me to 
check the findings from other research instruments. The use of video recording 
in a rather resistant Chinese context which is deeply influenced by 
Confucianism proved to be a powerful tool to record real and rich data in this 
study. It also added a dimension to classroom observation and made possible an 
evidence-based record of the extent to which and the ways in which teachers are 
implementing ICT -based teaching. It will undoubtedly encourage more Chinese 
researchers to consider the use of video recorders in their own research. Since 
the data from classroom observation were collected via the researcher's eyes and 
the data from individual interviews and focus groups were via the researcher's 
ears, the combination of these two methods helped offset the disadvantages that 
certain methods have when used in isolation (Tashakkori & Teddlie, 2003) and 
achieved triangulation (discussed in Chapter Four). Although this is not the first 
time that EFL teachers' professional development has been studied in the 
context of a large-scale reform involving ICT (e.g. Zhang, 2007), it is the only 
study in the Chinese context which has combined both quantitative and 
qualitative research strategies to explore the implementation of the reform and 
ICT-related cpn policies and practices in depth and obtain data from such a 
wide range of those directly involved. 
The third contribution made by this study is a desirable ICT -based CPO model 
(see Figure 5.5) discussed in Chapter 5. Different from those CPO models 
discussed in Chapter 2 (e.g. the experiential model, the reflective learning model 
and the collaborative learning model), this model is innovative in that it 
highlights the importance of combining both compulsory training and self-
directed professional development by exploiting the versatility of ICT within 
communities of practice or e-networking and represents a contribution to 
knowledge within the area of ICT-based cPO. It offers a framework to EFL 
teachers on the one hand for their self-directed CPO in ICT -integrated language 
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teaching, and on the other to teacher trainers or CPD programme developers in 
designing specific CPD modules to meet teachers' diversified needs. 
Fourthly, the study offers insights for other countries who are trying to carry out 
similar reforms (on a relatively large scale). As discussed in the earlier section 
(6.2), the findings are consistent with the literature in this research. Since 
teachers' positive attitudes toward an innovation are important but not enough, 
appropriate communication channels (Rogers, 1995), overall support including 
the provision of sufficient facilities and resources (Mumtaz, 2000; Warschauer. 
2002; O'Mahony, 2003; UNESCO, 2003; O'Connor & Gatton, 2004). technical 
support (Williams et aI., 2000; Zhang & Yang, 2002; Zhao, 2007), ongoing and 
systematic CPD policies (Karavas-Doukas, 1998), identification and analysis of 
teachers' needs (Wlodkowski, 1985, cited in Zhou, 2004; Charalambous & 
Karagiorgi, 2002; Gu, 2004) are essential to the smooth implementation of a 
reform. My study revealed that in a particular context (such as large-scale 
reforms requiring the involvement of new technology), on-going financial and 
human investment is a vital factor for continued adoption of a reform and 
influences the rate of adoption. It is suggested that before a reform is put into 
practice, reform planners need to anticipate issues such as these and consider 
countermeasures to deal with the problems that may occur. 
Lastly, a revised implementation model of innovation (see Figure 5.4) suggested 
in 5.5.4 revealed that the reform itself is dynamic; the input from lower levels 
(teachers) can also lead to policy modification at higher levels (institutions and 
reform planners). The model therefore provides a framework which can help 
policy-makers better understand the process of the reform, get timely feedback 
from teachers and local universities and adjust the policy if necessary; so the 
reform can go smoother in the following stages. 
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6.4 Limitations of the research 
Any academic study has its limitations, no matter how carefully it has been 
designed (Strauss & Corbin, 1998). Although this study used both quantitative 
and qualitative strategies to explore answers to the three research questions, it 
still has limitations, some of which can be addressed in further research. 
Limitation in research scale 
In an ideal world, it would have been desirable to look at a number of 
institutions to try to chart the commonalities and variation in the implementation 
of such a large-scale reform. Initially, I had planned to choose three universities 
at different levels in different parts of Hunan Province as multi-case studies, but 
due to limited time and tight budget this proved to be impossible. I had to focus 
on one institution (see Chapter 4). It should be remembered, therefore, that this 
study aimed not to generalise findings but to obtain a deeper understanding of 
the kind of ICT implementation in EL T which the national reform asked for and 
of the CPD policies and practices experienced by EFL teachers in a particular 
university. However, I have tried to describe the context in great detail and feel 
that I have presented a representative picture of that institution so that the reader 
can make a judgement as to what can be transferred to their own contexts for 
their research purposes. 
Limitation in research samples 
One limitation related to the sample of participants chosen for this study is the 
teacher sample. At the time of the fieldwork, there were two teaching groups 
teaching College English courses in the University on two different campuses 
(South Campus and North Campus). Most College English teachers from the 
North campus were teachers from a fomH!r financial college in this province, 
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which was a separate university before its merger with the case university in 
2000 (see 4.3). For historical reasons, these teachers held relatively passive 
attitudes towards research and were unwilling to be interviewed and observed in 
their classrooms. Consequently, the teacher sample was a little imbalanced for 
only a few were from the North Campus. However, the researcher succeeded in 
recruiting some of this group to participate in the teacher focus group. This 
helped to serve as compensatory data. 
Another limitation came from the management sample: the Director of CEO. I 
had planned to interview the director who had been in that position for more 
than 20 years. He was regarded as an ideal interviewee for he knew very well 
the history of the Department, the policy and practice change in EL T and CPO 
in the past years and the national reform. During my fieldwork period, although 
I had asked him for an interview many times and he did not refuse me, at the last 
minute he refused, explaining that he was to resign his position as director. He 
might have been unwilling to provide his real thoughts or would not want the 
data analysis to be seen by others even with the promise of confidentiality. 
Luckily, he recommended a new director to me who had been teaching College 
English for more than 10 years. However, due to his lack of knowledge of the 
Department, the interview with the new director of CED did not produce as rich 
data as had been expected. 
As part of the research design, I did not arrange an interview with the Head of 
School of Foreign Languages since my focus was on College English teachers 
and College English reform and I had confidence in getting enough data by 
interviewing the director of CED. In retrospect, I should have conducted this 
interview because the data emerging from this study showed that the School 
served as a critical link between the University and CED. The School also 
played an important role in CPD policies for its staff: its research-oriented 
evaluation system and support for CED were vital in influencing EFL teachers' 
attitudes toward the reform. 
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Limitation in research instruments 
The main limitation as far as the research instruments are concerned lies in the 
questionnaire survey method. As discussed in 4.4.1, the questionnaire consisted 
of three sections, in which 'Personal Information' was the first part (see 
Appendix 5). In the survey, teachers were asked to write down their names and 
contact details and a covering letter in Chinese explained that the purpose of 
asking for this information was to contact them regarding later classroom 
observation, interview and focus group. Although it was repeatedly emphasised 
that their personal identity would remain confidential and they would not be 
identified by others, and all the data would be stored in a safe and secure 
location, it seems that a few respondents were still worried about the exposure 
of their information to others. It can partly explain why the percentages of 
respondents who chose 'Neutral' to respond to some questions were quite high 
(20%-30%) in the data analysis (see Chapter 5). The rather high 'Neutral' 
responses consequently affected the reliability of the data. In addition, most of 
the questions in the questionnaire were closed questions. In general, closed 
questions are quick to complete and straightforward to code but there is a risk 
that the categories might not be exhaustive (Cohen et aI., 2000; Bryman, 2004). 
Although a category of 'Other' was added to the list, I noticed that some 
respondents just ticked without specifying or simply left the question 
unanswered, which I had to treat as missing data. The limitation also came from 
the questionnaire administration process, which may well have affected the 
quality of responses in the questionnaire. Most teacher respondents completed 
the questionnaires before or during a staff meeting and this meant that some of 
the questionnaires were finished in a hurry. Although the few questionnaires that 
were found to be incomplete were completed later, others may well have been 
completed without due consideration. 
There were also limitations in the interview method. Although I formulated the 
topics carefully in individual interviews and carried out a pilot study (see 4.5.3), 
I later realised that I had failed to ask certain key questions. For instance. only a 
few questions designed relates to collaborative CPO and networking among 
teachers, which subsequently turned out to be important in relation to the design 
of CPO modules. In one interview with management staff, I felt that I did not 
have total control over the process because of my inexperience as an interviewer. 
Based on the limitations discussed above and gaps identified within the 
literature, further research opportunities can be found in many dimensions such 
as the development of ICT-related CPO models for EFL teachers, ICT-related 
CPO policies, the relationship between personal and professional CPO. 
continuing pre-service, in-service, and post-service training and development. 
The next section will discuss these. 
6.5 Recommendations for further research 
Firstly, this study only covered one university. Although the findings might be 
suggestive of the situation in similar contexts, considering the enormous 
regional differences in terms of economic development, school culture and 
educational development in this country it would have been impossible to show 
a full picture of the national reform and JCT -related CPO policies and practices 
in this area and in all HEls in China. Thus, further studies can cover more 
colleges and universities in different areas at different levels so that a fuller 
picture of the national reform and the context ofEFL teacher CPO can be seen. 
Secondly, the four-category model of JCT -related CPD for language teachers 
(see Figure 2.15 & Figure 5.1) distinguished between two broad roles of ICT in 
CPO: learning how to use ICT and learning via leT (as content and media). The 
model can cover both formal training and informal self-directed development (at 
individual level or based on communities of practice). Teacher educators can 
adopt it as guidance for the design of leT-related CPD training programmes. 
Future research can be done to validate programmes designed along these lines 
through more empirical studies of College English teachers and teachers of ESP 
and EAP. 
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Thirdly, although the questionnaire survey included questions on teachers' 
personal and professional CPD and the data that emerged from the questionnaire 
and interviews both revealed something of teachers' experience in personal and 
professional CPD, how to combine these two kinds of development to achieve 
efficient CPD was not considered. Subsequent work might focus on this aspect. 
Fourthly, the study only explored EFL teacher's continuing development in the 
context of ICT use in Chinese higher education; there should be further study on 
designing an on-going and systematic CPD programme, which covers pre-
service, in-service, and post-service training and development, to establish a 
joint-up PD system which could benefit teachers at different stages and in 
relation to other aspects of professional practice. 
Lastly, the teachers in this study put forward their strong desire for other 
diversified CPD in addition to that for JCT (see 5.4.3.3). Subsequent work 
focusing on EFL teachers' overall development needs is desirable to meet the 
demand for highly-qualified language teachers in HEls in fast developing 
countries like China. 
6.6 Conclusion 
This chapter has reiterated the research questions and key findings of the study. 
The contributions and limitations of the present study and further research 
opportunities have also been discussed. 
This study explored the implementation of a national reform, College English 
reform, whose objectives were to improve the learning of English through the 
use of ICT. The findings suggest that lack of investment impeded the 
implementation of the reform and limited the rate of further adoption. The 
College English reform adopted what Rogers (1995) refers to as a classical 
I· d d·t'fu· system I·n that its diffusion was top-down with overall centra Ise I slOn 
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control of decisions by national government administrators. These top-down 
educational reforms still remain dominant in education systems everywhere. In 
this kind of diffusion system, educational planners' insufficient consideration of 
existing contextual realities (e.g. lack of sufficient investment in financial and 
human terms) in specific colleges and universities will result in a low rate of 
adoption, even discontinuance of the reform. Therefore, as shown in the 
implementation model (see Figure 5.4), with the deeper reforms undeltaken in 
Chinese HEIs or those in other countries, reform planners need to take seriously 
existing contextual realities and see how teachers can be helped to experience 
the change process positively (both in macro and micro contexts of change) 
(Malderez & Wedell, 2007). 
To sum up, teachers can make comprehensive reform possible but appropriate 
facilities and resources are essential, relevant professional development is key 
and overall, on-going support is vital. 
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APPENDIX 1 
Three Levels of Requirements for Undergraduate College English Teaching 
Basic requirements 
Listening: students should be able to follow classroom instructions, everyday 
conversations, and lectures on general topics conducted in English. They should 
be able to understand English radio and TV programmes spoken at a speed of 
about 130 to 150 words per minute (wpm), grasping the main ideas and key points. 
They are expected to be able to employ basic listening strategies to facilitate 
comprehension. 
Speaking: students should be able to communicate in English in the course of 
learning, to conduct discussions on a given theme, and to talk about everyday 
topics in English. They should be able to give, after some preparation, short talks 
on familiar topics with clear articulation and basically correct pronunciation and 
intonation. They are expected to be able to use basic conversational strategies in 
dialogue. 
Reading: students should generally be able to read English texts on general topics 
at a speed of 70 wpm. With longer yet less difficult texts, the reading speed 
should be 100 wpm. Students should be able to do skimming and scanning. With 
the help of dictionaries, they should be able to read textbooks in their areas of 
specialty, and newspaper and magazine articles on familiar topics. grasping the 
main ideas and understanding major facts and relevant details. They should be 
able to understand texts of practical styles commonly used in work and daily life. 
They are expected to be able to employ effective reading strategies while reading. 
Writing: students should be able to complete writing tasks for general purposes. 
e.g., describing personal experiences, impressions, feelings. or some events, and 
to undertake practical writing. They should be able to write within 30 minutes a 
short composition of no less than 120 words on a general topic. or an outline. The 
composition should be basically complete in content. clear in main idea. 
appropriate in diction and coherent in discourse. Students are expected to be able 
to have a command of basic writing strategies. 
Translation: with the help of dictionaries, students should be able to translate 
essays on familiar topics from English into Chinese and vice versa. The speed of 
translation from English into Chinese should be about 300 English words per hour 
whereas the speed of translation from Chinese into English should be around 250 
Chinese characters per hour. The translation should be basically accurate, free 
from serious mistakes in comprehension or expression. 
Recommended vocabulary: students should acquire a total of 4,795 words and 700 
phrases (including those that are covered in high school English courses). among 
which 2,000 area active words. Students should not only be able to comprehend 
the active words but be proficient in using them when expressing themselves in 
speaking or writing. 
Intermediate requirements 
Listening: students should generally be able to follow talks and lectures in English, 
to understand English radio and TV programmes on familiar topics at a speed of 
around 150 to 180 wpm, grasping the main ideas and key points and relevant 
details. They should be able to understand, by and large, courses in their areas of 
specialty taught in English. 
Speaking: students should be able to hold conversations in fairly fluent English. 
They should, by and large, be able to express their personal opinions, feelings and 
views, to state facts and reasons, and to describe events with clear articulation and 
basically correct pronunciation and intonation. 
Reading: students should generally be able to read essays on general topics in 
popular newspapers and magazines published in English-speaking countries at a 
speed of 70 to 90 wpm. With longer texts for fast reading, the reading speed 
should be 120 wpm. Students should be able to skim or scan reading materials. 
When reading summary literature in their areas of specialty, student should be 
able to get a correct understanding of the main ideas. major facts and relevant 
details. 
Writing: students should be able to express, by and large, personal news on 
general topics, compose English abstracts for theses in their own specialization. 
and write short English papers on topics in their field. They should be able to 
describe charts and graphs, and to complete within 30 minutes a short 
composition of no less than 160 words. The composition should be complete in 
content, clear in idea, well-organized in presentation and coherent in discourse. 
Translation: with the help of dictionaries, students should be able to translate on a 
selective basis English literature in their field, and to translate texts on familiar 
published topics in popular newspapers and magazines in English-speaking 
countries. The speed of translation from English into Chinese should be about 350 
English words per hour, whereas the speed of translation from Chinese into 
English should be around 300 Chinese characters per hour. The translation should 
read smoothly, convey the original meaning and be, in the main, free from 
mistakes in understanding or expression. Students are expected to be able to use 
appropriate translation techniques. 
Recommended vocabulary: students should acquire a total of 6,395 words and 
1,200 phrases (including those that are covered in high school English courses and 
the Basic Requirements), among which 2,200 area active words (including the 
active words that have been covered in the Basic Requirements). 
Advanced Requirements 
Listening: students should, by and large, be able to understand radio and TV 
programmes produced in English-speaking countries and grasp the gist and key 
points. They should be able to follow talks by people from English-speaking 
countries given at normal speed, and to understand courses in their areas of 
specialty and lectures in English. 
Speaking: students should be able to conduct dialogues or discussions with a 
. d f fl ency and accuracy on general or specialized topics. and to 
certaIll egree 0 u 
ak · I'es of extended texts or speeches in fairly ditlicult language. m e concIse summar " 
They should be able to deliver papers at academic conferences and participate in 
discussions. 
Reading: students should generally be able to read rather difficult texts. and 
understand their main ideas and details. They should be able to read English 
articles in newspapers and magazines published abroad, and to read English 
literature related to their areas of specialty without much difficulty. 
Writing: students should be able to and write brief reports and papers in their 
areas of specialty, to express their opinions freely, and to write within 30 minutes 
expository or argumentative essays of no less than 200 words on a gi\'en topic. 
The text should be characterized by clear expression of ideas. rich content. neat 
structure, and good logic. 
Translation: with the help of dictionaries, students should be able to translate into 
Chinese fairly difficult English texts in literature related to their areas of specialty 
and in newspapers and magazines published in English-speaking countries; they 
should also be able to translate Chinese introductory texts on the conditions of 
China or Chinese culture into English. The speed of translation from English into 
Chinese should be about 400 English words per hour whereas the speed of 
translation from Chinese into English should be around 350 Chinese characters 
per hour. The translation should convey the idea with accuracy and smoothness 
and be basically free from misinterpretation, omission and mistakes in expression. 
Recommended vocabulary: students should acquire a total of 7,675 words and 
1,870 phrases (including those that are covered in high school English courses, the 
Basic Requirements and Intermediate Requirements), among which 2,360 area 
active words (including the active words that have been covered in the Basic 
Requirements and Intermediate Requirements). 
Source: MOE (2007). College English Curriculum Requirements. (official 
documents): 7-15. 
APPENDIX 2 
Information on the Case University 
The institution selected for study is one of the key universities affiliated \\-ith the 
Ministry of Education (altogether there are 72 affiliated) in central south China. 
The University is now included in China's '211 Project' (in which the country's 
100 key universities in the 21 st century enjoy priority in obtaining national 
funds) and '985 Project' (which was proposed by the former president Jiang 
Zeming in May, 1998, with the aim to build a set of first-class uniyersities to 
meet advanced standard and enjoy international prestige in the world for priority 
investment and construction. The total number was 38 when the research was 
conducted). From 1963, the University was affiliated with the Ministry of 
Mechanical Industry. In April 2000, in the readjustment of the management and 
structure of institutions of higher education of China, this university and another 
College of Finance and Economics merged to form a new university. In 2002, a 
Computer College was merged into the University. After the merger with the 
other two colleges in 2000 and 2002, the University had three separate campuses. 
At the time this research started, the University had 29 schools and departments 
and a graduate school and employed 4700 full-time staff; of these 1840 were 
teachers, of whom more than 950 were professors and associate professors. 
There were more than 30, 000 full-time students, of which more than 6,000 were 
postgraduate students. 
At the time of this research was conducted, the School of Foreign Languages 
had a staff of 193; 168 were professional teachers (19 professors, 11.310/0; 62 
associate professors, 36.90/0; 81 lecturers, 48.210/0; 6 teaching assistants, 3.570/0), 
among whom 89 were teaching College English in two big teacher groups 
(according to two grades: first year and second year students they were teaching) 
which were divided further into four sub-groups (according to the South campus 
and North campus they belonged to). 
APPENDIX 3 
The Use of Four Software Teaching Systems in the Case University in the 
Four Years 2004-2007 
There were four software teaching systems used in the University. 
• 
• 
System I. Experiencing College English Teaching System, Higher 
Education Press; 
System II. New Era Interactive English teaching system, Tsinghua 
University Press; 
• System III. New Perspective College English Teaching System, Foreign 
Language Teaching and Research Press; 
• System IV. New Concept College English Teaching System, Shanghai 
Foreign Language Education Press. 
The four systems had been examined and approved by English experts and high-
level educationalists for use in the reform. Three of these computer-based and 
web-based English teaching systems have been experimentally adopted and used 
for all non-English major students since then - approximately 5,000 each year. 
The software teaching systems were being deployed as shown in the following 
Table, among which System IV. 'New Concept College English Teaching System' 
had not been adopted; instead, another set of textbooks and VCD 'College English 
(New Version)', produced by the same press: Shanghai Foreign Language 
Education Press, were used. 
Table 1 the Use of College English software teaching systems 
. 
Grade Total No. of System I System II System III College 
students English 
/classes (New 
Version) 
Year 51901173 22 classes 11 classes 32 classes 108 classes 
2004 
Year 5160/172 32 classes 13 classes / 127 classes 
2005 
Year 52201174 26 classes 10 classes 28 classes 110 classes 
2006 (other 110 only use its 
only use its Integrated 
VLS textbook 
textbook & 
VCD) 
Year 5040/168 31 classes 9 classes 127 classes 127 classes 
2007 only use its only use its 
VLS Integrated 
textbook & textbook 
VCD 
* Normally there are about 30 students III each class. 
Note 1: Before 2006, students in the University normally took two English 
courses: 'Integrated Course or Intensive Reading', two hours per week; and 
'Listening and Speaking' course, two hours per week. From September 2006 on, 
'Listening and Speaking' was reduced from two hours per week to one hour per 
week because the University started to adopt a flexible credits system, which 
listed 105 compulsory courses with corresponding credits for students. College 
English was one of them, but the original 16 credits of it were reduced to 12. 
Within this new credits system, students were freer to select other courses they 
liked except the compulsory ones. 
Note 2: System II 'New Era Interactive English teaching ,\ystem', produced by 
Tsinghua University Press, was the only system whose textbooks, VeDs. teaching 
software, learning and teaching platform, and management platform have been 
fully used in the University. Two courses were undertaken: 'Reading. Writing and 
Translating' (RWT, two hours per week in ICT-equipped classrooms. face-to-
face), Viewing, Listening and Speaking' (VLS. two hours per week in language 
labs, face-to-face), together with two-hour autonomous learning in computer 
rooms, where each student had a PC connected to the teaching and management 
platform. Altogether six hours were allocated and guaranteed for students under 
this teaching software system because it was the first software system to be 
selected for use in this university in its experimental stage. It was natural it had 
received enough policy-related support and financial support from the University 
and Tsinghua University Press as well. For instance, the University had invested 
RMB3, 000,000 Yuan (approximately 0.3 million Pounds) and built 7 modern-
equipped computer rooms, with around 540 sets of PC for students; each PC was 
connected to the teaching, learning, and management platform. Teachers could 
guide students' learning and detect their learning process; IT coordinators could 
check the use of learning software via teaching and management platform; 
students were free to practice English reading and listening by themselves for at 
least two hours per week, for autonomous learning was regarded as a core of 
College English reform. The specific majors, grades and classes used this system 
were as follows, 
Table 2 The use of System II: New Era Interactive English teaching system 
Grades Classes numbers Majors 
2004 11 classes Chemistry and Chemical Engineering 
2005 13 classes Maths; Software 
2006 10 classes College of Material Science and 
Engineering 
2007 9 classes College of Material Science and 
Engineering 
Note 3: System III 'New Perspective College English Teaching System " produced 
by Foreign Language and Research Press, its textbooks and VCDs of 'Reading, 
Writing and Translating' (RWT) course and 'Viewing, Listening and Speaking' 
(VLS) course were only used by two grades, Grade 04: 32 classes; Grade 06: 28 
F G de 06 on except for those classes who use System I, II. the left classes. rom ra , 
d d VLS course under this system, one hour per week; while the classes a opte 
k d VCDS of their 'Integrated course' was College English, New textboo s an 
., (Sh h' Foreign Language Education Press), two hours per week. EdItIOn ang aI 
Note 4: 'College English, New Version', produced by Shanghai Foreign Language 
Education Press 
The majority of students in all grades use the hardcopy textbooks and VCD of it. 
'Integrated course', two hours per week; 'Listening and Speaking', two hours per 
week. Grade 2006 and 2007 used its integrated textbooks and VCD while used the 
textbooks of 'New Perspective College English Teaching System' as its 'Viewing, 
Listening and Speaking' (VLS) course for 1 hour per week. 
Note 5: In different grades, students of different majors from different schools 
were selected to use the same teaching system. It was the Academic Affairs Office 
who made the decision that students from which schools should be involved in 
this system. Sometimes they wanted to see if there was any correlation between 
students of different majors and the results of teaching the same system. 
The specific use of these systems in the University in the past four years was 
shown in Figure 1. At that time, English teaching was composed of two courses: 
'Reading, Writing & Translation' (or integrated course under teaching systems: 
College English, New Version and New Experience English) and 'Viewing, 
Listening & Speaking' (or Listening and Speaking). The teaching systems provide 
textbooks, tapes, VCDs and network for teaching and learning. 
11 
C ..... : 22 
Major: varlous 
System I:Texlbook & vce 
Integrated course: 2 hours >-
Lislening & Speaking: 2 hours 
System II:Textbook & vee. teaching , 
and management platform. Viewing. 
listening & Speaking: 2 hours; 
Reading, Writing & Translating: 2 hours; 
Autonomous learning: 2 hours. 
System III: Textbook & vce Viewing. 
Lillenlng & Speaking : 2 hours; 
RHCIng, Writing & Translating. 2 hours. / 
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Integrated course: 2 hours 
& Speaking: 2 hours 
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Integrated course: 2 hours 
LIstening & Speaking: 2 hours 
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SySlem II :Texlbook & vce. teachIng 
and management platform. Viewing. 
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Year: 2004 
Classes: 173 
Students:5190 
Year: 2006 
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- ... - ~ - ~ - - - - . - - - - *--
System i:Textbook & VCD 
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In the University, three kinds of classrooms were used for English instruction. 1) 
traditional classrooms without any ICT facilities (sizes of these rooms varied from 
30- to 90-seats); 2) multimedia classrooms with 60-120 seats; 3) language labs 
with ICT facilities (to seat 60-80 students). According to the arrangement of the 
University Teaching Arrangement Office (a sub-office under the AAO), teaching 
tasks of the two courses were undertaken in these three types of classrooms. 
Autonomous learning under System II was arranged in the Interactive Base for 2-
4 hours a week. Table 3 summarizes the venue distributions of the English 
teaching systems adopted. 
Table 3 Venue distributions of the four systems adopted 
Teaching Courses Traditional Multimedia Language Interactive 
system classroom classroom lab Base 
System I IC -V 
LS -V 
System II RWT -V 
VLS -V 
Autonomous -..j 
learning 
System III RWT -V 
VLS -V 
System IV IC -V -V* 
LS -V 
.. 
*Integrated Course (IC); Listenmg & Speakmg (LS); Readmg, Wntmg & 
Translation (RWT); Viewing, Listening & Speaking (VLS) 
In the past four years, each grade from 2004-2007 had 2-4 special classes named 
'LiDa Experimental class', which was to commemorate a famous Chinese 
educator: LiDa, a former President of this university. Those freshmen who had 
passed a special test arranged after their one-month military training were eligible 
to become a member of these experimental classes. They had priority to choose 
their majors after two years' study on basic courses. Their teachers. therefore. had 
priority to use multimedia classrooms. Although the English system they adopted 
was College English. ,'\'ell' J ersion. ICT-equipped classrooms were allocated to 
them for both the two courses involved (other classes under this system used 
d· . I classrooms for Integrated Course). One of the 12 teachers (who agreed tra ItIOna 
to be observed in their classes) taught 3 LiDa classes. both of her class hours were 
ohserved in ICT-equipped rooms. 
APPENDIX 4 
Teacher Selected for Classroom Observation 
Teachers Gender Age Academic title Years of teaching 
Tl F 30-39 yrs Lecturer 3-5 yrs 
T2 F 40-49 yrs Associate professor Over 20 yrs 
T3 F 26-29 yrs Teaching assistant 1-2 yrs 
T4 F 26-29 yrs lecturer 3-5 yrs 
T5 F 30-39 yrs Associate professor 11-15 yrs 
T6 M Over 50 yrs Associate professor Over 20 yrs 
T7 F Over 50 yrs Professor Over 20 yrs 
T8 F 30-39 yrs Lecturer 11-15 yrs 
T9 F 40-49 yrs Lecturer Over 20 yrs 
TIO F 30-39yrs Lecturer 6-10 yrs 
TIl M 30-39 yrs Lecturer II-IS yrs 
T12 F 30-39 yrs Lecturer 3-5 yrs 
*Four software teaching systems: 
System I: Experiencing College English Teaching System, Higher Education Press 
System I I: ,Ve \1 , Era Interactive English teaching ,\ystem, Tsinghua University Press 
Software systems used * 
System II 
System I & III 
System III & IV 
System I & III 
System III & IV 
System III & IV 
System I & III 
System III & IV 
System II 
System III & IV 
System III & IV 
System II 
System III: Ne\1' Per.\jJective College English Teaching System, Foreign Language Teaching and Research Press 
System IV: Sew Concept College English Teaching System. Shanghai Foreign Language Education Press 
APPENDIX 5 
Survey of English Teachers' ICT Use and Their Attitudes towards ICT in 
Chinese HE Institutions 
CONFIDENTIAL 
I Part L Personal Information 
1.1 Name: 1.2 Name of the institution: 
-------------------
1.3 Gender: MaleO FemaleO 1.4 Age: 20-25 D 26-29 D 30-39 0 40-49 D over50 
o 
1.5 Contact telephone or mobile: _______ 1.6 E-mail address: ______ _ 
1.7 Please indicate your academic title. 
Teaching assistant D Lecturer 
1.8 Years of teaching experience: 1-2 D 
D Associate professor D Professor D 
3-5 D 6-10 D II-IS D 16-20 D over20 
o 
1.9 Do you have a computer in your home? Yes D 
1.10 Do you have a computer in your office? Yes D 
1.11 Do you use ICT in your teaching? Yes D 
No D 
No D 
No D 
1.12 Including the current year, how many years have you been using computers in general? 
1-2 0 3-5 0 6-10 D 11-15 D overl5 D 
1.13 Have you used the following reform systems? If 'Yes', please indicate which. 
a. Experiencing College English D 
b. New Era Interactive English 
c. New Perspective College English 
d. New Concept College English 
D 
D 
D 
If you have used other software systems, please name and describe briefly. 
1.14 Have you taken an ICT competency certificate test? Yes D No D 
1.15 If Yes, what certificate do you have at present? What ICT uses were covered in the test (e.g. 
basic Windows operation, word processing, etc.)? 
I Part II. leT use by English teachers 
2.1 Please select the following leT applications or hardware available to you at your work. 
a. word processing 0 g. E-mail 0 
b. database 0 h. video conference 0 
c. artIgraphics software 0 i. digital camera 0 
d. presen1alion software 0 j. fax 0 
e. spreadsheets (Excel, etc.) 0 k. scanner 0 
f. Internet 0 I. printer 0 
m. real time communication system (MSN, QQ, SKVPE, etc) 0 
I 
n. Other (please specify): _________________ _ 
2.2 What do you use ICT for in your work context? Please select from the following those you 
frequently use (you can select more than 1 choice). 
a. File management 
b. Communicate with students via e-mail 
c. Publish my teaching materials 
d. Publish students' work on the Internet 
e. Search for and download resources for teaching 
f. Online discussion with colleagues about teaching 
g. Face to face instruction with some ICT use 
h. Online instructions to remote students 
D 
D 
D 
D 
D 
D 
D 
D 
i. Other (please specify): _________________ _ 
2.3 Please select the 3 biggest barriers to the use of ICT in your teaching. 
a. Not available at all 0 e. lack of skills 0 
b. inaccessible when needed 0 f. lack of appropriate software 0 
c. extra workload involved 0 g. cost of using 0 
d. lack of preparation time 0 h. lack of technical support 0 
2.4 Do you often use ICT resources for your own professional development? Yes 0 No D 
If Yes, where? 
Office 0 Home 0 Computer room esp. for teachers D 
Public computer rooms for both teachers and students 0 
Other (please specify): 
2.5 How often have you had the chance to attend training courses focusing on ICT knowledge 
and/or skills or ICT in education? 
More than twice 0 Twice 0 Only once 0 Never 0 
2.6 Considering the content of the courses you have taken or plan to take, which were/are most 
useful (MU), and which were/are least useful (LV)? You can select more than 1 choice. 
a. Basic ICT skills (Windows, word processing, etc.) 
b. Advanced ICT skills (database, graphics, etc.) 
c. Managing ICT in the classroom 
d. Information on how ICT contributes to students' learning 
e. Developing ICT policy 
f. Using ICT for professional development 
MU LV 
D D 
D D 
D D 
D D 
D D 
D D 
g. Other (please specify): __ -----------------
2.7 Have you ever tried to teach yourself any ICT skills? Yes 0 No 0 
If Yes, which? If No, Please indicate the reason, and go to 2.9. 
2.8 Please select from the following the 3 biggest benefits of your formal or self-taught 
development in ICT. 
a. it enhanced my ICT skills 
b. it enhanced my knowledge of how to use ICT in my teaching 
c. it changed my attitude towards ICT use in teaching 
d. it allowed me to have useful discussions with other professionals 
e. it helped me to understand the role of ICT in teaching and learning 
f. it helped me to change my classroom practice 
g. Other (please specify): _________________ _ 
2.9 Please indicate any (other) source of support you have received for using ICT. 
o 
o 
o 
o 
o 
o 
Other member of staff 0 IT coordinator 0 Students 0 Professional journals 0 
Other (please specify): 
Part ITI Attitudes towards leT use in English teaching 
3.1 Please indicate the extent to which you agree or disagree with the following statements about 
attitudes toward innovation by putting a tick ( .J ) in the most appropriate box. 
(SA=strongly agree; A=agree; N=neutral; D=disagree; SD=strongly disagree) 
General attitudes towards innovation: SA A N D SD 
3.1 a- I enjoy trying out new ideas 
3.1 b- I seek out new ways to do things 
3.1 c- I am usually one of the first to accept something new 
3.1d- I am suspicious of new inventions and new ways of thinking 
3.1 e- I feel the traditional way of life and doing things is the best 
3.1 f- I find it difficult and troublesome to use new innovations 
3.2 Please indicate the extent to which you agree or disagree with the following statements about 
using one of the national teaching reform systems by putting a tick ( .J) in the most appropriate 
box. If you haven't used one of these systems, go to 3.3. 
(SA-strongly agree' A=agree' N=neutral· D=disagree; SD=strongly disagree) , , , 
Views about your participation in the national teaching reform systems: SA A N D SD 
3.2a- It is a significant episode in my professional development 
3.2b- It is a fruitful experience 
3.2c- It has improved learning among the students involved 
3.2d- I feels nervous in class teaching with ICT 
3.2e- It has added a great deal to my workload 
3.2f- It has involved too much of my time and energy 
3.2g- It has encouraged more interaction with colleagues 
3.2h-lt has changed the way I teach 
3.3 Please indicate the extent to which you agree or disagree with the following statements about 
using ICT in education by putting a tick ( .J) in the most appropriate box. (SA=strongly agree; 
A=agree; N=neutral; D=disagree; SD=strongly disagree) 
Your attitudes towards effects of, and use of, ICT in 
education: SA A N D SD 
3.3a- Young people are growing up in a world where ICT IS 
pervasive and my university is no e x c ~ t i o n n
3.3b- The National Curriculum says I have to use computers 
3.3c- My university lays great emphasis on the use of ICT 
3.3d- My colleagues' use oflCT pushed my own use 
3.3e- My students enjoy teaching and learning with ICT 
3.3f- ICT holds exciting possibilities for enhancing teaching 
3.3g- Using ICT is part of how I see myself as a professional 
teacher 
3.4 In general, how important has ICT been for your teaching in each of the last three academic 
years? (Scale: 1 - Did not use ICT; 2 - Minor importance; 3 - Moderately important; .. - Very 
important) 
This Year: (2006-2007) __ Last Year: (2005-2006) __ _ Year (2004-2005) __ _ 
3.5 Compared to three years ago, are you using ICT more frequently or less frequently in the 
following ways? (LF= less frequently now; SS= stayed the same; MF= more frequently) 
LF SS MF 
3.5a- Using ICT for class preparation (e.g. handouts, overheads) 
3.5b- Getting students to use ICT during lessons 
3.5c- Getting students to use ICT in their study outside of classrooms 
3.5d- Keeping marks and assessment data 
3 6 Please tick ( .J) the best description of your ICT use in teaching. 
3.6a- I was using ICT for teaching before most teachers in my college knew what it was. 
3.6b- I was one of the first teachers in my college to use ICT for teaching. 
3.6c- I was not one of the first teachers in my college to begin using ICT for teaching, but 
used it ahead of most of my colleagues. 
3.6d- I used I CT for teaching later than most of my colleagues. 
3.6e- I was among the last teachers who used leT for teaching. 
3.6f- I have not used ICT for teaching. 
Thank you for your participation in this study! 
APPENDIX 6 
Survey of English Teachers' ICT Use and Their Attitudes towards ICT in 
Chinese HE Institutions (in Chinese) 
I ~ m ~ ~ ~ m ~ ~ ~ f f i g ~ m t t * O c r ) ~ ~ ~ A ~ m ~ ~ ~ ~ ~ I 
I m - $ ~ : ~ A f f i ~ ~ I 
1.1 tti ~ : : __________________ 1 . 2 ~ ~ fSt ~ ~ f$: _________________ _ 
1.3 t t ~ I J : : ~ ~ 0 -9:. 0 
1.4 1 f : ~ : : 20-25 0 26-29 0 30-39 0 40-49 D 50 W-J: D 
1.5 II* ~ ~ It it :. _____________________ 1.6 It r 1 1 1 ~ ~ ti: _________________ _ 
1. 7 l{R f$: lJJJ tt 0 i)1: YiP 0 ;Ij tt ~ ~ 0 ¥i 11 D 
1.8 J A * t t ~ I f ' F ~ ~ ( l l ( ~ ) ) : 1-2 0 3-5 D 6-10 D 11-15 D 16-20 D 
over20 0 
1. 9 it I'll] 1 ~ ~*.m. :ff ItIMi 1li?J? ~ ~ 0 
1.10 iff I'll] 1 ~ ~ t.r 0 ~ : f f f rtlMi 1li?J? ~ ~ 0 
1.11 1 ~ t E t t ~ ~ 1 t f f l l ICT 1li?J? ~ ~ D 
1.12 1 t J : A , ~ 1 ~ 1 t f f l l r t l M i : f f ~ & ~ ~T? 
1-2 D 3-5 0 6-10 D II-IS D over IS D 
1.13 1 ~ 1 t f f l l T W- r * ~ ~ * t t ~ i l ~ 1 * ~ ~ ? ? Wl5JH!, i#tJ1;J 0 
a. Experiencing College English ( 1 * ~ ~ * , , jij*if±) D 
h. New Era Interactive English ( ~ B 1 1 ~ 3 t l i . , , m$) D 
c. New Perspective College English ( ~ ~ J f , , ~ H j J H ± ) ) D 
d. New Concept College English ( i T ~ ~ , , J : ~ ~ ) ) D 
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APPENDIX 7 
Class Observation Summary Sheet 
Teacher name: Observer: Date: 
Students' level: Students' major: No. of students: 
Course: Textbook used: Time period: 
Software-teaching system used: 
Lesson theme: 
Type of ICT available in the classroom: 
Type of ICT used (including software details): 
Description or sketch of room layout: 
APPENDIX 8 
A Sample Completed Class Observation Summary Sheet 
Teacher ~ a m e : : 1'- L. Observer: H (} Date: 1.. 1/.;1/01 R,q.or 
Students level: ~ h . . . . 2 Students' m a j o r : ~ ~ ~ ~ No. of students: 
(""16 .... u t I 
Software-teachmg system used: • J" , /2,,_ ~ ~ '- T fVt-W r ~ ~.... d" -.'\.,..1 [, I ~ ~ ~ 'U....L. ~ ~
r t • I : ~ ~ oN"" ~ - ~ ~ - r - (J ~ 5 N N
Lesson theme: \..1 
• L,l....4- 2- ~ ~ t'l j ~ ~ ~ ~ l.t. ~ ~ ~ ~ ) ~ 1 - e - r r ~ ~
~ ~ ~ :: T e . N { ~ ~ ~ ~ \ / D ' M ~ ~ ( V 7 ~ ~ .rt ~ t . i . w 1 1 "-""f ; 
M ~ ~ ~ ~ 4 ~ t ' i i -t.. c ; ' i j ~ ~ ; ;
L A ~ . ' ' ' t t ~ ~ 1 ~ ~ ~ . 
Type ofICT used (including software details): 
' ) ~ c A A AT ~ : : PL, "".' 4 i.l I ) J ~ ' ' ~ v . p l . . n . . L , , s ~ ~ ~ ~ I 
C-l)s 1- ~ , , L'*-"'i oJ. < ; F " ~ . .
S ~ h ' ' p C ~ , , e P - t ~ ) ) ~ ~ " " " \ ; w r ~ ~
APPENDIX 9 
Class Observation Commentary Sheet 
Teacher name: Observer: Date: 
Teacher Students 
Time TypesoflCT Purpose of ICT use Types oflCT Purpose of I CT use 
Ol-OSm 
06-1 Om 
II-15m 
I6-2Om 
2I-2Sm 
26-3 Om 
31-3Sm 
36-4Om 
41-4Sm 
APPENDIX 10 
A SUlpie Completed Class Observation Commentary Sheet 
Teacher name: 1, L· Observer: HtA Date: 2 - t / ~ ~ I C) ':}. ~ ~ if. '!'" " ( ().. t-- l Lo-b) 
Teacher Students 
Time Types ofICT Purpose of ICT use Types oflCT Purpose oflCT use 
Ol-Osm p c ~ ~ I t - - ~ ~ ~ ~ ~ - t l > o ; o r r ~ ) ) ~ k " " . 
06-1 Om 
" , 
II-15m I " '\ .. ' 
-6v ~ ~ I ~ l ~ $ . .
16-2Om I .... ~ " ' ' l u u '" \ 
21-2sm , .. , 
" ... 
26-3Om I ~ , , '" " , o ~ ~ "" ~ L . ~ ~ , l ~ ~ ~ ~
• '''u\ ) 31-3sm '\ -I" 36-4018 ~ , , ~ ~ .'1 ~ ~ Vi ~ ) ' " "1 U . t ~ ~+ " " f ~ " " "
'- ' 
"-4. / 41-4sm I ./ I / < ' ~ ~ . C\"_ ---.- JI -- r·· . ./ / ~ ~ , l . ~ " " I . A A ~ ~ ~ ~ p ~ . ' y ( . .
~ + ~ ~ ~ ~ S ~ ~ ~ ~ r ~ ' ' ' \ ' \ & & ~ ~ ~ ~ ~ cilv1'>? 
U",--W c .. d " " ~ ~ Wl'+" , . . . " . . . ~ ~ ~ ~ { . 4 - ~ s ' '
APPENDIX 11 
Semi-Structured Interview Questions: EFL teachers ( s u p p l e m e n t a ~ ~
prompts are included in brackets) 
Protocol for interviews with EFL teachers 
General questions 
Could you say something about yourself and your teaching experience? 
Key questions 
Part A (ICT use) 
1. Have you ever used any ICT resources in your teaching? If yes, what are 
they? If no, why not? 
2. What difference has ICT made to your teaching? (How is your teaching 
without ICT different from that of your colleagues who do use ICT?) 
3. Who or what influences your use of ICT in teaching? 
(Who or what influences your teaching?) 
4. Are there any problems related to the use of leT? Or have you found any 
problems related to the use of leT? Or are there any barriers to the use of 
I CT in your teaching? 
(Do you think you are going to use any leT in your teaching in the near 
future? Why or why not?) 
5. Have you tried to solve these problems? 
6. What do you think is the ideal form to apply leT in your teaching? 
7. How have you gained your knowledge of ICT competence and how do you 
maintain that competence? (What opportunities have you had to meet these 
needs - teachers' views of students' needs?) 
Part B (CPD) 
1. Have you received any support tron; y o ~ r \ \ u b n i \ ' e r s i t ) h ' ' t t ~ ) ) a ~ d r e ~ s l l y?ur 
eds/interest in CPD related to the relorm. .' at are t ey. (Specla time : ~ o c a t i o n J J tinancial support! reduced workload/ retained tenure' others) 
2. Have you taken part in any CPD programmes led by your university to 
respond to the current English reform to improve your ICT skills and ICT 
pedagogy? If yes, please describe. If no, why not? Given the chance. are you 
willing to participate? And where would you like the training to be held? 
(my college/ other college/online/professional training company/other) 
3. How do you feel you need to develop professionally in order to be able to do 
what is now expected of you by this reform? (subject knowledge/ 
educational knowledge/ teaching ability/ managerial skills/ skills of working 
with others/ICT skills/ ICT pedagogy/others) 
4. What types of CPD activities do you prefer in relation to ICT? 
ICT workshops/seminars and conferences/self-taught learning packages 
5. What CPD forms will help you implement ICT-enhanced teaching more 
efficiently and effectively? 
APPENDIX 12 
A Sample Transcribed Interview with Coding (an extract) 
Date of interview: 27/09/2007 
Interview conducted by: A (the researcher) 
Interviewee: B (Teacher 4) 
A: In the following interview, we will talk about leT in teaching and 
education, and your own continuing professional development. 
First of all, could you say something about yourself and your 
teaching experience? 
B: OK. Frankly speaking, you could call me a new teacher. I have 
been an English teacher for two years. And I think I like my 
teaching very much. ICT is very effective' in my teaching. So I 
think it gains popularity among our students. The students like it 
very much because it could make our class very vivid. 
A: So being a new teacher, you have adopted I CT in your English 
teaching for two years. 
B : Yes, from the very beginning. 
A: That means you have used ICT resources in your teaching. Could 
you describe what kind of ICT resources you have used? 
B: During my preparation for the lesson, I used all kinds of resources 
online. Anything concerned with my teaching, I will download and 
have some copies. During my classes, for example, listening and 
speaking classes, I will use the multi-media, which is very 
wonderful and valuable for my teaching-. Especially as a language 
teacher, I think our language is clearly explained by some pictures. 
A: How comes? 
B: Which will be very effective, I mean. I think my students could 
easily get some information by the pictures and some videos. 
A: Do you mean the internet resources downloaded from the website. 
and for your PPT presentation? 
2·2 
B: Yes. And I have some classes in the (language) training centre. 
What' . l' h .. s specIa In t e traInIng centre is that you have a very close 
contact with your students; otherwise you will be punished because 
they paid a lot of money. Therefore I always have communication 
with them on line. For example, MSN, QQ, and also frequent use 
of e-mail. 
A: So you have any experiences in communicating with your students 
via, just as you mentioned, e-mail, MSN, QQ, etc. Have you ever 
tried to manage your students' exam scores with leT? 
B: That's my pity. Because of the limitations of my equipment, I can 2.2 
not do so. But that's my hope and wish. If I doing so, I think the 
connection between me and my students would become closer and 
closer. 
A: OK. Have you noticed any difference between your teaching and 
those teaching without leT? I mean, what difference does leT 
make to your teaching? 
B: At first, my actual teaching IS concerned with listening and 
speaking classes. Make full use of the leT. But how about the 
'extensive reading' classes? The situation is totally different, as 
you say. We have no room, no chance to use the leT: 
A: Multi-media resources are not available? 
B: It is not provided for us. Therefore we have to teach with the 
blackboard and chalks. 
A: Traditional one? 
B: Yes. But in my heart, I think the traditional method:,also have some 
other ... en, I don't know whether it is bad or not, but that's my 
own feeling. When I teach in a traditional way, it means I could 
have a keen observation about my students, whether they are 
happy or in bad mood, they are active or not, they are passive or 
not. I will get it from their facial experience. That in leT classes, 
for example, in the listening classes, I can't get their facial 
. e because m)' students displayed by some numbers on the 
expertenc 
screen. 
2·2 
/- , 
-t 
l ' ~ ~
A: Could you tell me who or what influenced your use of leT in your 
teaching? 
B: What's taken into consideration is equipment, whether the 
technology is advanced or not. For example, you know, I really 
hope one day I could use the semi-media and multi-media which 
will provide me some chance to go surfing online in the classes. 
A: So does that mean the equipment itself influences your choice of 
adopting ICT? If the classroom is equipped with leT facilities, you 
are willing to use leT in teaching. Is there anybody who just 
forced you or pushed you to use leT in your teaching? For 
instance, your boss, the dean of your school, or the head of your 
group. 
B: Actually I like it out of my heart, which will work for future benefit 
in my own classes. Nobody forced me to do so. 
A: what about the curriculum itself? Is it because of the national 
English teaching reform, new software courses are widely adopted 
in the classroom? 
B: I think this also meets the demand of the current situation. I like it. 
A: That means nobody or nothing could force you or push you to use 
ICT; you use it only because of your own interest. Have you ever 
met some problems in your ICT use? 
B: At the beginning of my use, I always had some trouble in using it. I 
]2. 'j. I 
mean I'm not proficient in using this new equipment. And also I 2. 3 
think there are not proper occasions for using. I heard that some of 
our teachers could not make full use of some functions of this 
equipment. I think our students need some training. 
A: Do you mean, on the one hand, the lack of leT proficiency or leT 
skills caused problems in ICT use? 
B: And caused some resources waste. 
A: Is that because of your lack of leT proficiency, leT skills or 
techniques? 
B: As well as lack of training. 
A: And the students need training as well? 
B: To some degree, they need to take notice of some principles. That is 
to say, they should have some awareness to protect our equipment. 
Otherwise, there will be some waste. 
A: Do you think it is still necessary for English teachers to teach their 
students how to use some resources? 
B: No, it is unnecessary. Because our students in modern times, they 
have to use computers very well. 
A: You mentioned the lack of leT techniques or skills just hindered 
your use. Are there any other barriers in your leT use? 
B: I think I have included all of my excuses in doing so. 
A: Since you have met some problems in your leT -integrated teaching, 
have you ever tried to solve some problems by yourself? 
B: Sure. Once I meet the problems, as I told you at the beginning, that 
is to say, at the beginning time, I've met some troubles. After 
classes, I would check all the equipments and ask for help from the 
I - 3 
2,·5·2-
some employees to solve such kind of technical problems. And 
also I will ask my students to take care of these equipments. You 
know, I think the information online is also included within this 
system. Therefore I think I make full use of them. 
A: At first, you tried to solve the problems by yourself. If you couldn't, 
you just turn to the IT technicians for help. I mean these problems, 
according to you, are most of the problems technical problems 
or ... ? 
B: Technical problems. 
A: OK. Maybe they are problems that relevant offices should solve for 
teachers. So, in your eyes, what is the ideal form to apply leT in 
your teaching? 
B: Actually what I am not satisfied is that our equipment, our 
technology cannot meet our demand for searching information 
I· I mean after classes. if I could check the exercises or on Ine. , 
assignments. homework online. it would be OK, it would be 
excellent. 
A: Do you mean not only in class, but also after class, you wish you 
could make full use of leT in your teaching? 
1-2 
APPENDIX 13 
Semi-Structured Interview Questions: Management and Administrative Staff 
(supplementary prompts are included in brackets) 
Protocol for interview with Personnel Department Chief 
1. May I start by asking about the functions of your unit in this university,? 
2. Does this unit have a special budget to support teachers' CPD in r ~ l a t i o n n to 
ICT? 
3. Are there specific measures used by the university to identify teachers' needs 
for the use of ICT in their teaching? 
4. What programmes are being offered by the university to assist teachers to 
integrate ICT into their teaching? Is there any individual support for them? 
5. Are there any ICT-related certificates compulsory for teachers in the 
university? What kinds? 
6. To what extent are teachers involved in shaping CPD policies for ICT use in 
teaching? 
Protocol for interview with Dean of Academic Affair Office 
1. Could you tell me about the functions of your unit in the university? How has 
your unit supported the implementation of National College English Reform? 
2. What kind of impact has the reform had on the university? (English teachers, 
and students) 
3. Does the unit have a special budget for the reform? (equipment affordance/ 
technicians' extra subsidies/training budget for College English teachers, etc.) 
4. What support have you supplied for the reform? (such as provision of 
hardware, web-based courses, multimedia classrooms, ICT training, and 
related fees for research, campus area network, extra rewards for college 
English teachers involved in the reform, etc.) 
5. What problems and difficulties have you met in the implementation of the 
reform in relation to ICT use in English teaching? How have you tried to soln? 
them? 
6. Does there still exist any gap between the expectation and the actual 
implementation of the reform? How are you trying to fill in the gap? 
Protocolfor interview witll College Englisll Department Director 
1. Please tell me the profile o f y o u r . d e p ~ r t m e n ~ ~ and thhe f u n ~ t i o n l s C o f l l i t . . (' I' h 
I Could you describe the current situatIOn as .ar as t e natlOna 0 ege :ng IS 
reform is concerned? , . .. 
At the initial stage of the retonn. what kmd of wornes did you have as a 
3. director? Did you ha\'e any doubts whether the reform could he implemented 
smoothly? 
4. Were any problems anticipated in relation to the use of ICT? 
5. How has the reform been implemented? More specifically the use of ICT? 
6. How has this unit assisted English teachers to integrate ICT into their teaching 
and research? 
7. What problems and difficulties have you actually met? How were these 
identified (e.g. teachers complaint or suggest)? How have these problems been 
tackled? Have they all been solved or are there still problems remaining? If so. 
how do you plan to tackle these? 
8. Is the College English Department responsible for CPD for English teachers? 
9. How do you identify their needs and support teachers' CPD, especially in 
relation to ICT use in teaching? 
10. On the whole, what kind of impact has the reform had on the university. 
English teachers and students? 
Protocol/or interview with IT-coordinator and language lab technician 
1. Could you say something about your work specifically? 
2. In your work, have you noticed if English teachers have met any problems and 
difficulties in using ICT in their teaching? What were they? 
3. How about students? 
4. How did you help them? 
5. Being an IT coordinatorltechnician, do you have any advice and suggestions 
for the integration of ICT in English teaching and learning? 
APPENDIX 14 
ICT Facilities and Resources Available in the University during the Research 
Period 
According to the information supplied by the University Academic Affairs Office, 
leT facilities and resources available for teaching at the time of fieldwork were as 
follows. 
Table 1 A summary of ICT -equipped classrooms available for teaching in the 
University 
leT - equipped classroom number Seats available 
Main teaching buildings 136 15,777 
Interactive Teaching Base 7 528 
Language labs 19 1144 
There were altogether 136 multimedia classrooms, seating 15,777 students 
available in the main teaching buildings of the three campuses, which took half of 
the total number of seats (both in multimedia and non-multimedia classrooms) in 
the University. They could be used by all subsidiary schools and departments. 
Multimedia classrooms in this university refer to the classrooms that were 
equipped with leT equipment such as computers, projectors and electric screens. 
The rooms could be used to demonstrate teaching materials such as PowerPoint 
presentations, audio and video clips, and could get access to campus network if 
necessary. The size of these multimedia classrooms was much bigger than the 
normal ones. Even the smallest multimedia classroom could seat more than 50 
students at the same time. Some classrooms were able to seat over 300 students. 
Besides these multimedia classrooms, there was an Interactive Teaching Base 
comprising seven leT-equipped classrooms. All 528 seats for students were fixed 
with pes, microphones and earphones. This was built primarily for the experiment 
of national College English reform in 2004. The Department of Higher Education, 
Ministry of Education invested RMB120, 000 yuan (12.000 pounds) for the 
textbooks and software. Since the only system adopted in its entirety was 'New 
Era Interactive English' produced by Tsinghua University Press, the Press 
provided a set of software and helped build the teaching and learning system; the 
rest of the investment on hardware came from the University. As the Dean of the 
Academic Affairs Office stated, the University altogether invested about RMB3 
, 
000,000 yuan (300,000 pounds) in this base. 
The office in charge of the maintenance of ICT teaching facilities and related 
technical support was the Educational Technology Service Centre. The office is a 
subsidiary of the Academic Affairs Office. At the time of data collection, the 
centre had altogether 25 members whose duty was to guarantee the smooth 
operation of all the facilities equipped on all these campuses. Three members of 
staff were exclusively allocated to supply IT support for the Interactive Teaching 
Base. 
ICT facilities were also offered by vanous schools and departments of the 
University. Some had their own labs and computer rooms to support the teaching 
and learning activities of both students and staff. These facilities were maintained 
by technicians employed by relevant schools. In the School of Foreign Languages, 
for example, there were two labs exclusively built for Business English courses. 
The College English Department managed 13 language labs out of the total 19 
(1144 seats) and used 12 of them (788 seats) in the South Campus, which was 
operated by the Academic Affairs Office in the past; and another 6 (276 seats) in 
the North Campus for college English teaching, which was operated and 
maintained by the Data Management Center. In order to improve the efficient use 
of the language labs and avoid both institutional and departmental management at 
the same time, the University decided to assign the operation of the language labs 
to the College (School) of Foreign Languages. However, the University still 
supplied financial support for the upgrade of the equipment and further 
improvement. At the time of fieldwork, each lab was equipped with ICT 
facilities such as a teacher-controlled computer management system, p r o j e c t o ~ ~
screens, loudspeakers, which were suitable for ICT-integrated language teaching. 
Nine of them were equipped with a computer for each student. Three technical 
assistants from the School of Foreign Languages worked there full time. 
APPENDIX 15 
leT-Integrated Teaching in the University 
In 1997, the University, cooperating with China Telecom, established the first 
online university in China. In the following year, approved by the MOE, the 
University became one of the first four universities accredited to offer degree 
courses through distance (online) education in China. The University had 
developed an IP-based system combining both the Internet and Video conference 
system to deliver courses to distance education students. The teaching content 
could be either synchronously accepted by students or retrieved later by students 
at their convenience. Multimedia teaching classrooms were also established. 
In the year 1999, the University began to expand enrolment, which caused great 
demand for teachers. EFL teachers were particularly in demand for they undertook 
the task of English teaching for all non-English major students in the University. 
To deal with the teacher shortage, some undergraduate courses on the campus 
such as College English, College Mathematics and College Physics began to 
integrate ICT into teaching using the intranet or campus network. Teachers were 
lecturing through a campus-based network system in one classroom to several 
hundred, even one thousand, students located in different classrooms in different 
teaching buildings, which was termed as the 'one to many model'. The practice at 
that time was viewed as a great innovative success as it realised the dream of 
'teaching as many as possible at the same time'. In addition, it fully exploited the 
existing excellent teaching and teacher resources and saved resources to a large 
extent. Although this practice in the University was highly praised and regarded 
as a model for modern higher education and influenced the practices of other 
HEIs in China at that time, the teaching effects later proved not to be as 
satisfactory as expected. In 2002, the Multimedia Centre (later it was renamed by 
Educational Technology Service Centre) was set up, and the 'one to many model' 
was replaced by the 'one to one model', in which one teacher taught students 
face-to-face only in one multimedia classroom. 
APPENDIX 16 
A Photo of a Language Lab 
